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  It is shortsighted to leave out the actual practitioners in understanding  
the highly situated and interpretive nature of teaching and learning. As  
teaching is grounded in local contexts, investigating the factors that play  
significant roles in teaching through a thorough understanding of how 
practitioners construct their own theory of actual practice is essential. Teacher  
self-reflection is one way to achieve this. Thus, listening to teacher’s voices  
in a non-judgmental way can reveal the connection between their thought  
processes and their actions. 
 The purpose of this study was to investigate one teacher’s pedagogical  
system for teaching listening. In particular, the cognitive processes and 
structures of one teacher in teaching listening was central to this study to 
provide a thorough picture about teacher cognition and pedagogy. 
  This study investigated the following research questions: 
1- What is the teacher's pedagogical system for teaching listening? 
 a) What are the teacher's stated beliefs and personal theories about 
teaching listening? 
b) What are the teacher's practices in teaching listening? 
c) How does the teacher interpret any inconsistencies between her 
stated beliefs and personal theory of teaching listening and her teaching 
practices? 
 An ELT teacher from Anadolu University Foreign Languages Department 
(AUFLD) participated in this study. The participant teacher had six years of teaching 
experience. 
 The research study was carried out at AUFLD. An initial interview was 
conducted with the participant teacher to have a general idea about her educational 
background, her views on L2 teaching, and on teaching listening in particular. The 
participant teacher was observed and videotaped for four two-hour sessions of 
teaching. After the observations, the observer and the participant teacher watched the 
recordings together. She made comments on her teaching and on the factors behind 
her instructional decisions in particular. The self-reflections, classroom observations, 
and the initial-interview formed the data of the study. The interviews were transcribed 
and the data were analysed under the conceptual categories that emerged from the 
interviews. Data were analysed in detail through micro-ethnographic procedures. 
 The results of the study indicated that the participant teacher’s beliefs, 
assumptions, and knowledge (BAK) are interwoven and her network of BAK form 
the foundation of all her reflections and interpretations on her practices. The results 
also revealed that the participant teacher’s perspective on teaching listening shows 
similarity with explicitly developed models in literature. Because learners’ particular 
needs, environmental constraints, and institutional structure reshape the participant 
teacher’s pedagogical system in teaching listening, besides explicitly developed 
models in literature, her way of approaching teaching listening includes these factors. 
 The results imply that various factors such as pedagogical and curricular 
issues play significant roles in shaping the participant teacher’s pedagogical system. 
Reconstructing explicitly developed models in the light of the factors such as 
pedagogical and curricular issues that influence teachers’ BAKs should be considered 
in order to minimize the gap between theory and practice. That is, teachers’ own 
theories of teaching and learning and practices should be examined thoroughly and 
included while developing models of teaching.  
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1CHAPTER 1: INTRODUCTION
The cognitive processes and structures of one teacher in teaching listening will
be the focus of this study in order to provide descriptive information about teacher
cognition and pedagogy and help understand teaching in its own terms. More
specifically, the focus of the study will be on the pedagogical decisions of an
experienced EFL teacher before, during, and after teaching and the role that that
individual teacher’s beliefs, assumptions, and knowledge (BAK), her personal theory
of teaching listening, and contextual factors that play in this decision making. This
chapter is organized into the following sections: background of the study, statement of
the problem, purpose of the study, research questions, significance of the study, and
overview of the study.
Background of the study
 Whereas students’ learning and achievement have been focused on extensively
in educational research, less attention has been paid to teacher learning processes and
how teachers’ knowledge and experiences affect the classroom processes. Thus, there
is a need to study and examine the connection between teachers’ thought processes
and their actions (Freeman, 1996). In order to explore "…the completeness of their
[teachers’] understandings of themselves, their students, and the classrooms where
they work, the flexibility with which they make use of these understandings, the
complexity of their reasoning, and the range of instructional considerations they use
as they carry out their professional activities" (Johnson, 1999, p. 22), teachers should
be at the core of the studies that explore teaching from the inside (Richards, 1996).
Planning and pre-instructional decision-making is something that almost all
language teachers do explicitly or implicitly before they step into the classroom, and it
has been discussed by teachers for many years. The planning of the lessons and pre-
2instructional decisions might help teachers to build organized bridges among their
beliefs, assumptions, and purposes, and the constraints of the situation. Woods (1996)
states that, "If teachers are making plans and carrying out decisions to transmit
learning through language, then our understanding of how ideas are transmitted and
perceived by the participants is important in how we analyze classroom processes"
(p.58).
The way teachers interpret what they have experienced in the classroom may
influence their planning and decisions, and affect what happens in the classroom in
subsequent days and weeks. Thus, what teachers need is to be curious and flexible
enough to talk about what is happening in their classrooms and what they have
decided and planned (Freeman, 1996). Teacher beliefs, perceptions, and intentions
also have to be reflected on while talking about the implementation of the plans and
decisions, since teachers are the ones providing the organization of the lessons
(Woods, 1996). Planning, teaching, and learning are interwoven in theory; however,
whether this phenomenon is understood in this way in practice or not is still a
question mark. Lamb and Nunan (1996) argue that, "... planning equals teaching
equals learning simply does not match the reality, which is that planning, teaching and
learning are complex, multidimensional activities, and that the relationships between
them are organic [interrelated] rather than linear" (p. 44). So, understanding the
complexities of these relationships in order to gain insights into them is essential for
understanding the interrelatedness of theory and practice in teaching.  
Studies have been conducted on L2 teachers’ instructional decisions in terms
of their pedagogical systems, namely their beliefs, assumptions, knowledge (BAK)
(Borg, 1998; Johnson, 1994; Smith, 1996; Woods, 1989; 1991; 1996). Woods’s
(1996) conceptual categorization of beliefs, assumptions, and knowledge (BAK) is
3central to this study to represent concepts which are situated on a spectrum ranging
from belief to knowledge. Woods argues that teachers’ BAKs do not refer to “distinct
concepts, but rather to points on a spectrum of meaning” (p. 195). BAK, which is the
underlying personal pedagogical system of teachers, includes the notions that beliefs,
assumptions, and knowledge are interrelated, and that they are interwoven. However,
what is relevant to this study is that how the propositions underlying BAK are used in
the decision-making processes of teachers rather than whether the propositions
underlying BAK can be called beliefs, assumptions, or knowledge.
Although there are few studies on teacher learning processes, Richards (1996)
emphasizes that there is a “need to listen to teachers voices” in understanding
classroom practice in order to “understand teaching in its own terms and in ways in
which it is understood by teachers” (1996, pp. 281-282). Borg (1998, 2001) has
fulfilled this need by completing detailed studies of teachers’ pedagogical systems in
grammar teaching, but only in grammar teaching. However, no attention has been
paid to L2 and foreign language teachers’ perceptions in teaching listening - the
specific instruction of L2 listening skills - and how instructional decisions in teaching
listening are informed by teachers’ pedagogical systems. Wood’s (1996)
conceptualization of BAK and Borg’s (1998) methodology in examining teachers’
personal pedagogical systems provide the foundation of this study.
Statement of the Problem
Although it is acknowledged that both learners' and teachers’ involvement in
the process of language study is shaped by a complex set of beliefs, attitudes, and
perceptions (Tudor, 2001), the ELT field lacks research studies concerning teachers’
beliefs, assumptions, and knowledge (BAK). Teachers may not easily articulate or be
completely aware of these (Graves, 2000), but they underlie the important decisions
4teachers make about their teaching and so affect what they teach and how they teach
it.
This study intends to investigate how teaching and learning are perceived by
one practitioner and how her BAK influences her practices. By doing this, we can
gain insights into the cyclical nature of the mutual influences of personal pedagogical
systems and practices of teachers.
Purpose of the Study
In this study, the aim is to investigate one teacher’s pedagogical system. In
particular, the cognitive processes and structures of one teacher in teaching listening
are central to this study as a basis for creating a more thorough understanding about
teacher cognition and pedagogy. It also aims to explore whether there is a gap
between educational theories and practitioners’ personal theories and the practices
that derive from them.
Research Questions
This study will address the following research questions:
In teaching listening:
1) What is the teacher's pedagogical system for teaching listening?
a) What are the teacher's stated beliefs and personal theories about
teaching listening?
b) What are the teacher's practices in teaching listening?
c) How does the teacher interpret any inconsistencies between her
 stated beliefs and personal theory of teaching listening and her
teaching practices?
5Significance of the study
Since there is a serious lack of research in the field on practitioners’
pedagogical systems, namely their personal beliefs, assumptions, and knowledge
(BAK), the results of this study may contribute to the literature by revealing how far
teachers’ personal theories of teaching and learning match with the theoretical frames
drawn by scholars on the topic. This study also presents one practitioner’s BAK and
her actual classroom practices with the reasons behind them; therefore, it may provide
insights for the educational theorists in taking practitioners’ personal theories of
teaching and learning into consideration, especially for teacher education practices
(Bartels, 2000).
The results of this study may influence EFL and ESL teachers towards being
more reflective and conscious in clarifying and/or changing practical reasoning and
classroom practices in teaching listening. The results of the study could help EFL
teachers in general in becoming aware of their weaknesses and strengths in planning
and implementing listening courses.
The study is further justified in that if the things above happen it will be an
advantage for teachers to become aware of the relationship between what they think
they are doing in lessons and what they are actually doing. Also this study may work
in strengthening the conscious link between teachers’ beliefs and their applications,
and in improving their teaching. In return, this may positively affect the learning of
their students, although these might be considered as long term, indirect outcomes.
Overview of the Study
This chapter has presented the background, purpose and significance as well as
the research questions of the study. In the second chapter, the literature on teachers’
pedagogical systems, the listening construct, and teaching listening is reviewed. In the
6third chapter, the data collection and analysis procedures are presented. In the fourth
chapter, analysis of the data is introduced; while in the fifth chapter, the results are
discussed and conclusions are drawn.
7CHAPTER 2: REVIEW OF LITERATURE
Introduction
This study aims at exploring the pedagogical system of one teacher in teaching
listening. The way the teacher conducts listening courses, her reflections, reasoning,
decision making processes, and underlying beliefs will be central to the study. In
order to develop a reflective approach to teaching, it is essential to examine teachers’
beliefs, assumptions, knowledge (BAK) and teaching practices from their own
viewpoints. The information obtained through exploring classroom processes from the
viewpoints of teachers can be used as a basis for critical reflection about teaching and
may lead to teacher development (Richard and Lockhart, 1996).
In this chapter, I first review approaches that view teachers’ pedagogical
systems from different perspectives. The first section discusses knowledge base of
teaching, teacher pedagogical systems, teacher perceptions and beliefs, dimensions of
teacher cognition, particularly teacher planning and classroom practices. The last
subtopic of this section discusses teacher reflection. The second section reviews
literature about the listening construct and teaching listening.
Teacher Cognition
The Knowledge Base of Teaching
Although a number of studies have been conducted on the issue of knowledge
base of teaching (e.g., Macdonald, Badger, and White, 2001; Hativa, 2000; Martin,
Prosser, Trigwell, Ramsden, and Benjamin, 2000; Mcalpine and Weston, 2000;
Mapolelo, 1998; Shulman (1987); Tillema, 1995; Leinhardt and Greeno, 1986), there
are still debates on what constitutes this issue. Shulman (1987) identifies four major
sources for the teaching knowledge base: (1) content knowledge, (2) the materials and
settings of the institutionalized educational process such as curricula, the structure of
8the teaching profession, and school organizations, (3) research on the processes of
schooling, teaching, and learning, (4) the wisdom of practice, which is the
fundamental principles that guide teachers’ practices.
Content knowledge “rests on two foundations: the accumulated literature and
studies in the content areas, and the historical and philosophical scholarship on the
nature of knowledge in the fields of study” (p. 9). Thus, Schulman points the
importance of incorporating empirical studies with theoretical knowledge as two
inseparable components of content knowledge.
 Educational materials, institutions with their hierarchies, rules, and roles,
professional teachers’ organizations are included in educational structures and
materials. He argues that teachers need to be aware of the principles, policies, and
mechanisms of the territory that comprise a major source for the knowledge base
within which they participate and function.
The third source of knowledge base of teaching includes empirical studies in
the areas of teaching, learning, and human development, as well as the “normative,
philosophical, and ethical foundations of education” (Shulman, 1987, p. 10). He
emphasizes that  policymakers and staff developers tend to treat the findings of
empirical research on teaching and learning as the only portions of the knowledge
base and warns that “discovering, explicating, and codifying general teaching
principles simplifies the otherwise outrageously complex activity of teaching. The
great danger occurs, however, when a general teaching principle is distorted into
prescription, when maxim becomes mandate” (p. 11). It is clear from Shulman’s
words that evaluating teaching and teachers’ practices solely in the light of prescribed
criteria do not likely to improve the teaching profession.
9The last source, wisdom of practice, refers to the fundamental principles
(maxims) that provide reflective rationalization, interpretations of actions and
decisions through evaluative self-reflection, for the practices of teachers, which also
Borg also (1998) emphasizes. Shulman puts forward the need for the researchers to
work with teachers to collect, examine, and codify actions, reflections, reasoning and
maxims of the “practical, pedagogical wisdom of able teachers” (p. 11) from which
the conception of teaching can be derived.
Shulman emphasizes teaching as comprehension and reasoning, as
transformation and reflection in which teachers, as he claims, must be aware of their
knowledge base: principles, experiences from which to reason and beliefs that guide
teacher actions. He proposes a model of pedagogical reasoning and action that
consists of the following aspects of pedagogical reasoning: comprehension,
transformation, instruction, evaluation, reflection, and new comprehensions (p. 15).
The emphasis in this model is on transforming content knowledge through a process
of representation that
involves thinking through the key ideas in the text or
lesson and identifying the alternative ways of
representing them to students. What analogies,
metaphors, examples, demonstrations, simulations, and
the like can help to build a bridge between the teacher’s
comprehension and that desired for students? (1987, p.
16).
He concludes that the processes presented in this model of teaching are
essential processes that teachers should demonstrate when needed; however, they
may or may not occur completely, depending on the teaching and learning demands
or other factors of the situation.
Johnson (2002) criticizes that not enough emphasis has been given to teacher
knowledge in language teacher education. Although she emphasizes that teacher
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education should be constructed locally by taking into account the requirements and
needs of teacher learners, settings, and institutions, it should also “construct
professional development opportunities in such a way that the particulars of one
setting become the tools teacher learners use to figure out the particulars of another”
(p. 1). Thus, providing teacher learners with both content knowledge and pedagogical
knowledge – the bases for what Shulman (1987) called pedagogical content
knowledge – is essential in language teacher education. For the development of
pedagogical practices, Bartels (2000) also emphasizes that investigating what
knowledge teachers use, how it is organized, and how it is acquired is necessary.
However, he also warns that “we should not blindly rely on the accumulated wisdom
of practice, but we should also be careful not to lose any important insights to be
gained from it” (p. 17).
In response to Johnson’s (1994, 2002) and Freeman’s (1996) statements about
on the importance of developing teachers as theorizers of their own work, Borg
(1998) explored the relationship between personal pedagogical system and actual
classroom practices of an experienced EFL teacher in grammar teaching. First, he
interviewed the teacher to obtain information about his educational background,
views about L2 teaching, and his underlying reasons for becoming a teacher. Then,
over a period of two weeks’ time, he observed the teacher for 15 hours. His role as a
researcher was that of a nonparticipant observer. He analyzed the observational data
and identified conceptual categories based on the recordings of these observations.
The conceptual categories provided the basis for the subsequent two post-observation
interviews with the teacher in which the teacher was asked to comment on and
interpret the issues covered by the conceptual categories. After a final analysis of all
11
the collected data, the relationship between the teacher’s actual teaching and his
beliefs, interpretations, and attitudes were presented by the researcher.
The results of the study revealed that the teacher had some potentially
conflicting beliefs relating not only to L2 teaching, but also to teaching and learning
in general. For example, despite his belief that formal grammar instruction is useless,
he taught it because of his learners who believed that working on their errors
contributed to their learning. Borg suggests that studies that will focus on the
pedagogical systems of teachers in grammar instruction “can contribute much-needed
descriptive data about what teachers actually do in teaching grammar and clarify the
processes it involves” (p. 32). This argument is also true for other skill areas like
reading, writing, and listening.
Teachers’ Pedagogical Systems
Examining teachers’ pedagogical systems - the beliefs, assumptions, and
knowledge which play a significant role in shaping their instructional decisions - is
crucial to understanding discrepancies between theoretical frameworks based on
research and teachers’ classroom practices and hence to attempt to explain the lack of
influence of theory on practice in education.
Since the focus of this study is to examine one teacher’s thought processes and
to understand her teaching by gaining insights into the psychological context of
instruction and the factors underlying her practices, Woods’s (1996) conceptual
categorization of beliefs, assumptions, and knowledge (BAK) is central to the study to
represent concepts which are situated on a spectrum ranging from belief to
knowledge. Even though beliefs (an acceptance of a proposition for which there is no
conventional knowledge), assumptions (temporary acceptance of a fact), and
knowledge (things that are accepted as facts), have been treated as separate entities in
12
the literature, Woods argues that they do not refer to “distinct concepts, but rather to
points on a spectrum of meaning” (p. 195). In this sense, whether the propositions
underlying BAK are called beliefs, assumptions, or knowledge is not at the core of the
study, but rather how they are used in the decision-making processes of teachers.
Woods, while discussing about the features of BAK, emphasizes two points:
the interwoven nature of beliefs, assumptions, and knowledge and interrelationships
in BAK. He argues that the latter involves an integrated view of teachers’ BAK,
which varies from individual to individual. That is to say, the degree of what is
generally true for one teacher does not necessarily need to be true for others. The
former, as he mentions, is  based on the notion that teachers’ knowledge structures
and belief systems are not “composed of independent elements, but rather structured,
with certain aspects implying or presupposing others” (200).
Borg (1998) defines BAK in terms of five elements, namely stores of beliefs,
knowledge, theories, assumptions, and attitudes. What Borg calls knowledge is the
equivalent of personal pedagogical system and personal pedagogical system is also
the equivalent of Woods’s term BAK. For the purpose of this study, although
teachers’ beliefs, assumptions, knowledge, and perceptions have been labeled in
different ways in the literature, I will treat them together.
Teacher Perceptions
Teachers’ conscious understandings or interpretations are vital for teachers to
be able to understand the complex nature of teaching and their BAK systems.
Freeman (1996) considers the classroom as a framework for understanding action and
thought for teachers and considers teachers as
constantly involved in interpreting their worlds: they
interpret their subject matter, their classroom context,
and the pupil in it. These interpretations are central to
their thinking and their actions. Classrooms and
13
students are not just settings for implementing ideas;
they are the frameworks of interpretation that teachers
use for knowing: knowing when and how to act and
react, what information to present or explain and how,
when to respond or correct individual students, how to
assess and reformulate what they have just taught and
so on (p. 98).
According to this view, we can assume that teachers use interpretative knowledge in
doing their work. Teachers’ interpretations are involved in the teaching/learning
process. These interpretations of teachers, i.e., beliefs, personal theories, assumptions,
and attitudes, are the basis in understanding and assessing their classroom
performances. Teachers’ interpretations of what constitutes learning and teaching
according to their beliefs turn out to be what they plan for and attempt to do in their
classrooms (Woods, 1996). In a way, teachers’ interpretations can be called their
reasoning, and are based on their pedagogical systems, covering stores of beliefs,
assumptions, and knowledge about teaching and learning that shape their instructional
decisions.
 Johnson (1999) states that reasoning provides teachers with the opportunity to
“recognize the interrelationships between what they know and believe and what they
do in their classrooms” in order to be in a position to “recognize, refine, and expand
their own reasoning in ways that encompass the socially constructed, highly
contextualized, and interpretive nature of real teaching” (p. 11). She further argues
that teachers’ must reflect critically on their own and other teachers thinking and
practices, and on the contexts where they teach in a way  that helps them “recognize
how their knowledge and beliefs are tacitly embodied in their practices” (p. 11).
 Because of the “highly situated and interpretive nature of actual teaching”
(Johnson, 1999, p. 10), teachers
must consider the fact that the activity and practices of
teaching always take place in a setting that is already
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interpreted and understood; a setting, in fact, that has
typically been designed and produced to support and
sustain a particular mode of teaching-and-learning.
Thus information the teacher thinks about is a joint
function of what is in the place of teaching and what the
teacher is capable of recognizing or perceiving about
that place (Packer and Winne, 1995, p. 2).
So, teachers’ awareness of the nature of the setting they are teaching in plays a
significant role in shaping their classroom practices, which is also emphasized by
Shulman (1987). The better they interpret their context of teaching, the better they
recognize the mode of teaching and learning supported by that context. Even though
teachers are the primary agents of their classrooms, the ways they pose and solve
problems, the ideas, beliefs, and theories they hold about teaching and learning have
not been taken into consideration by teacher training programs and institutional
initiatives (Zeichner and Liston, 1996). In this sense, Lytle and Cochran-Smith (1990)
argue that
The voices of teachers, the questions and problems they
pose, the frameworks they use to interpret and improve
their practice, and the ways they define and understand
their work lives are absent from the literature of
research on teaching (p. 83).
So, it seems that there is a need to examine and understand teachers’ insights
and perspectives from their own viewpoints in order to be in a position to understand
the complexities of teaching.
Teachers’ beliefs influence their practices and reasoning because “beliefs have
a cognitive, an affective, and a behavioral component and therefore act as influences
on what we know, feel, and do” (Johnson, p. 30). Thus, understandings and actions on
events are influenced by our beliefs. Borg (2001) also argues that teachers’ thoughts
and behaviors are strongly influenced by their BAK. As beliefs have a considerable
effect on what teachers do, it can be said that teachers’ perceptions, thoughts, and
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actions are filtered through their beliefs. Pajares (1992) states that teachers’ beliefs
have:
stronger affective and evaluative components than
knowledge and that affect typically operates
independently of the cognition associated with
knowledge. Knowledge of a domain differs from
feelings about a domain. Moreover, knowledge system
information is semantically stored, whereas, beliefs
reside in episodic memory with material drawn from
experience or cultural sources of knowledge
transmission - what some have called folklore (pp. 309-
310).
It is clear from Pajares’s words that, because of having strong affective and
evaluative components, teachers' beliefs rooted in prior learning and teaching
experiences tend to be more inflexible than their knowledge systems. However,
whether teachers are conscious of their underlying beliefs and knowledge seems to be
a question to ask.
Teachers’ beliefs were elaborated by Soodak and Podell (1996) under three
distinctive headings in a study to explore dimensions of teacher efficacy as personal
efficacy - teachers’ beliefs about their ability to perform specific behaviors; outcome
efficacy - teachers’ beliefs or estimation that a given behavior will lead to student
outcomes; teaching efficacy-teachers’ beliefs about the influence of external factors
such as heredity and home on the impact of teaching. 310 teachers were surveyed and
the results of the study revealed that teachers’ beliefs regarding personal efficacy,
outcome efficacy, and teaching efficacy are independent from each other.
Personal efficacy and outcome efficacy may influence teachers’ instructional
decisions in different ways. Teaching efficacy as a separate factor indicated that
beliefs about one’s own efficacy and the efficacy of one’s profession exist
simultaneously and independently, but teaching efficacy may not be relevant in the
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decision-making process of teachers. The concept of how learning takes place and
how teaching causes or supports it may be called a teacher’s “sense of plausibility
about teaching” (Prabhu, 1990, p. 172). In this sense teachers’ sense of plausibility
may be regarded as teaching efficacy. Tardy and Snyder (submitted) suggest that “the
concept of flow, a mental state resulting from peak experiences in which the level of
challenge is high, but manageable given a person’s skills, ... provides a tool for
understanding teachers’ practices, beliefs, and values in their teaching” (p. 2), which
can be considered as the equivalent of teaching efficacy or sense of plausibility.
Though Orton (1996) emphasizes that the learning of students should be the
focus of research and that the results of the studies of teacher beliefs do not serve as
practical to the field of education. “Though this (the study of teacher beliefs) research
is refreshing in that it breaks from the behaviorism of process-product work, the
practical implications of studies of teacher beliefs may not be obvious” (p. 1).
However, if teacher beliefs are studied in detail and in a specific way it may help
teachers to be much more aware of their actions, practical reasoning, and their
competence in practical reasoning(Johnson, 1999).
Thus, once opportunities are provided in in-service training for teachers to
reflect consciously upon their own L2 knowledge and beliefs and actual classroom
practices, they may find ways to analyze and evaluate their own beliefs, assumptions,
and knowledge and this may promote their professional development.
Planning and Action
In examining teachers’ pedagogical systems one needs to search for the
underlying beliefs and assumptions of teachers. Teacher decision-making processes in
planning and carrying out course(s) and lessons can be a source of such information.
One way to examine teachers’ pedagogical systems may be asking for teachers’ own
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descriptions, opinions, reflections, and judgments on what they plan to do and on
what actually goes on in their classrooms.
Richards and Lockhart (1996) postulates that teachers’ decision-making is
grounded in:
[t]he goals, values, and beliefs teachers hold in relation
to the content and process of teaching, and their
understanding of the systems in which they work and
their roles within it. These beliefs and values serve as
the background to much of the teachers’ decision
making and action... (p. 30).
In the light of this argument, it can be assumed that beliefs play a significant role in
shaping teachers’ instructional planning, decisions, and practices.
 Traditionally, theories in ESL/ EFL pedagogy reflect two differing
perspectives of language learning: product-oriented teaching approaches and process-
oriented teaching approaches (Smith, 1996). Product - oriented approaches refer to a
view of language teaching which emphasizes mastery of discrete language items,
whereas process - oriented approaches refer to a view of language which emphasizes
use of language for communication. Although these contrasting theoretical
perspectives are personalized by teachers to fit the classroom context (Connely and
Clandinin, 1986), ESL teachers’ personal theories of instruction have not been the
focus of attention in ESL research (Smith, 1996). The major focus has been on learner
and language learning outcomes in ESL/ EFL research. However, in recent years a
few studies (Cumming, 1989; Smith, 1996, Woods, 1989, 1991, 1996; Wubbels,
1992) have examined the ESL context from the viewpoint of language teachers. Smith
(1996) emphasizes this gap for the ESL context and argues that “little research has
been conducted concerning the assumptions and beliefs about language learning and
instruction that ESL teachers hold and how these inform their  decision making” (p.
197). Borg (1998) also emphasizes the lack of an adequate amount of research on the
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cognitive basis of L2 teachers’ instructional decisions. The same gap also exists in
EFL research.
The research agenda on teachers’ beliefs suggests that different sources, such
as the “apprenticeship of experience” (Bailey, 1996), theories about teaching and
learning, educationally and/or research based principles, teaching approaches and/or
methods, personal values, and social context in which teachers live and work have
roles in shaping these beliefs (Johnson, 1999; Richards and Lockhart, 1996; Woods,
1996; Zeichner and Liston, 1996).
Richards and Lockhart (1996) state that teachers’ beliefs and thinking
processes that underlie their classroom practices need to be examined if we want to
explore how teachers bring forth various dimensions of teaching, such as preparing
students for new learning, presenting learning activities, monitoring students’
learning. Teachers’ classroom planning and practices are also affected by their
teaching approaches, which may be process or product oriented or both. Teacher
thinking and knowledge provide guidance for teachers’ planning, decision making,
and actual classroom practices. Teachers’ practices can be a reflection of their beliefs
and knowledge about language, teaching, and learning.
When talking about teachers’ pedagogical systems, it is important to consider
teachers’ instructional decisions. Clandinin (1986) claims that teachers’ practical
knowledge and beliefs provide a basis for their instructional decisions. Teachers
make decisions before, during, and after teaching because of the inherent nature of
teaching; that is, teaching requires making a great number of decisions. Richards and
Lockhart’s (1996) distinction of decisions in studies reflecting teacher decision-
making are examined below.
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Richards and Lockhart (1996) divide teachers' decisions into three stages:
planning, interactive, and evaluative. Planning decisions refer to the decisions that are
planned by the teacher before a lesson; interactive decisions involve decisions made
during teaching most of which may not have been planned beforehand; eventually,
teacher decisions related to the effectiveness of the lesson and further planning for
the subsequent lesson(s) are known as evaluative decisions. They argue that when
making planning decisions, some teachers choose to refer to their curriculum,
particularly goals and objectives, and other teachers make their planning decisions on
an ad hoc basis “without necessarily making regular reference to their course goals
and objectives” (p. 79). Which planning options a teacher chooses to employ reflects
their beliefs and assumptions about language, teaching, and learning.  Richards
(1990) observed an ESL reading teacher on a regular basis and found that the
teacher’s actual teaching practices were guided and organized around instructional
objectives. The planning decisions based on instructional objectives that the teacher
made were reflected during the teacher’s actual classroom practices.
As an essential feature of decision-making, interactive decisions enable
teachers to prevent any breakdowns during a lesson and among the parts of a lesson,
and this ability helps teachers in providing satisfactory support for learning (Richards
and Lockhart, 1996). Woods (1991) conducted a study to find out whether there is a
relationship between teachers’ belief systems and their decision making. The
participants were two ESL teachers teaching in the same program. He found that
teachers’ planning and interactive decisions were internally constant, and consistent
with underlying beliefs and assumptions about language, teaching, and learning, but
the teachers’ beliefs and decisions varied from one another because one of the
teachers employed a curriculum-based approach and the other employed a student-
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centered approach. The results of the study also postulate that these teachers’
evaluative decisions did not vary from their underlying beliefs and assumptions about
language, teaching, and learning. Thus, for example, the teacher, following a student-
based approach, evaluated his lessons regarding learners’ needs, goals and
characteristics, whereas the other teacher, who followed a curriculum-based
approach, evaluated her lessons according to the goals and objectives of the
curriculum.
 In order to understand teacher decision-making processes in an ESL context,
Smith (1996) conducted a study that focused on planning and teaching decisions of
nine ESL teachers from three different institutions. Each of the nine teachers was
observed for four consecutive two-hour classes and these classes were videotaped.
Following each lesson, a post - observation conference was conducted in the form of a
stimulated recall. The teachers’ comments on what happened in the lessons as well as
the decisions leading up to the events revealed that teacher beliefs about second
language teaching and learning, contextual factors, and theoretical knowledge played
important roles in their pedagogical decisions. The results of this study also revealed
that teachers’ beliefs and experiential knowledge were central in their approach to
instruction, which supports Clandinin’s (1986) claim that practical knowledge and
beliefs of teachers play a major role in making instructional decisions.
The results also demonstrated that the principles and approaches that guide
teachers and teachers’ assumptions and beliefs about the nature of language, second
language teaching and learning are “more teacher-based” rather than “theoretical”,
that is, their “decisions revealed an eclectic use of theory but an internal consistency
between individual beliefs and practices” (Smith, 1996, p. 214). One of the findings is
that a blending of both product and process-oriented teaching approaches plays a role
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in teachers’ planning and actual implementation practices, although teachers’ beliefs
“reflect a product or process bias in second language teaching and learning” (Smith,
1996, p. 214). In other words, teachers may not be aware that their actual practices
represent a combination of both of the approaches. For example, a teacher who carries
out all her writing classes through process approach may ask her students to write an
essay in the exam just providing the topic and ignoring all the steps of process writing
because of being solely focused on the product.
Woods (1996) investigated 8 experienced university-level ESL teachers’
planning processes, their interpretative processes, and the structure of their BAK and
the role that these play in the decision-making process. The study and weekly
interviews were carried out through observation of teachers’ classroom practices
depending on the length of courses, varying from 6 weeks to 13 weeks.
 The study differs from much of the research done on teacher decision-making
and teacher thinking. Instead of identifying and categorizing the types of decisions
and thoughts of teachers, the study “focuses on the relationship of the decisions and
thoughts to the structures of teaching” (p. 272). One of the findings is that teachers’
decisions and actions are “goal-oriented, and the goals are related to each other in a
principled, structured fashion” (p. 272) and that teachers’ decisions and actions
contribute to the events that take place in the classroom. The structures of teaching are
identified as two types: conceptual structure (the structure of the units making up the
content of the course) and chronological structure (the structure of the bounded time
frames making up the course schedule). Woods postulates a course
as being composed of sequences of units at different
levels of generality, with more general, higher level
units being made up of more specific, lower level
subunits. Although the number and types of levels in
the structure are flexible and vary, the form of the
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overall structure and the patterns of connection
operating between levels remain constant (p.272).
Teachers’ planning procedures was another focus area of the study. The
results related to teachers’ planning procedures showed that teachers’ planning is
highly contextual, tentative, and depends on their perceived goals of the course and
prior decisions. Both top-down (starting with higher level decisions-at the course
level and lastly methods to be used) and bottom-up (starting with lower level
decisions at the lesson level) procedures in planning have roles in decision-making.
The results related to the last focus area of the study, teachers’ interpretive processes
revealed that teachers’ beliefs, assumptions, and knowledge (BAK) are interwoven
and their networks of BAK seemed to underlie all of their interpretations, thinking,
understanding, and actions of teaching, learning and learners. Woods (1996)
emphasizes that teachers who are aware of their own BAK may accept others’ BAK,
and also they may become more aware of their learners’ BAKs and may take into
account their learners’ BAKs as a factor in their planning. He concludes that
conscious reflection and interaction on the part of teachers play a central role as a
“catalyst for change” (p. 296) in their own professional development.
According to the results of the study, teachers’ interpretations of classroom
events, and their actual practices are strongly influenced by their BAKs about L2
teaching, learning and learners. Therefore, it can be argued that beliefs and attitudes
of teachers about L2 teaching and learning have great impact on their classroom
practices at the lesson, course, and program level. Moreover, exploring teachers’
BAK from their own perspective provides teachers with insights into teaching
through which they can critically examine their own classroom practices and in turn
provides opportunities for their own professional development.
Teacher Reflection
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Teacher Reflection
Teachers’ reflections may play an important role in examining their
pedagogical systems and actual practices. Schön (1983) argues that reflection can take
place in two forms: reflection-on-action and reflection-in-action. In teaching, the
former takes two forms: planning, what occurs before the lesson (planning for and
thinking about the lesson) and evaluative reflection, which occurs after the lesson
(considering what occurred during the lesson). The latter, reflection - in - action,
occurs during instruction (thinking what you are doing while you are doing it).
According to Schön, reflection in and on action requires conscious effort on the part
of practitioners. However, teachers are not aware of some of their actions,
understandings, and judgments that they carry out spontaneously and do not think
about or articulate them before, during, or after their practices. This is what Schön
called knowledge-in-action.
A way of being a reflective practitioner is examining and improving this tacit
knowledge deliberately with conscious efforts (Zeichner and Liston, 1996). Schön
(1983) argues that framing and reframing the problems that teachers face in their own
contexts of teaching are important characteristics of reflective practitioners in which
they use the mechanisms of reflection-in- and on-action. He further argues that these
mechanisms help reflective practitioners learn from their practice continually;
however, some practitioners live a dilemma about whether to reflect on unimportant
issues from an idealistic point of view or to focus on important problems in its actual
teaching context, which is explained by Schön (1987) as follows
In the varied topography of professional practice, there
is a high, hard ground overlooking a swamp. On the
high ground, manageable problems lend themselves to
solution through the application of research-based
theory and technique. In the swampy lowland, messy,
confusing problems defy technical solution. The irony
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of this situation is that the problems of the high ground
tend to be relatively unimportant to individuals or
society at large, however great their technical interest
may be, while in the swamp lie the problems of greatest
human concern. The practitioner must choose. Shall he
remain on the high ground where he can solve relatively
unimportant problems according to prevailing standards
of rigor, or shall he descend to the swamp of important
problems and nonrigorous inquiry? ( p. 3)
When teachers confront any kind of problem in their classrooms which might
be the result of a gap between their planning or expectations and the actual practice or
outcome, they theorize about the possible reasons for those problems or challenges in
the light of their BAK, and their perceptions. Teachers’ understandings,
interpretations, or theories about teaching, learning, and learners within the particular
contexts where they teach can be improved when they reflect in and on the actions
that take place in their classrooms. These understandings or interpretations can be
labeled as teachers’ practical theories, which are “the principles or propositions that
undergird and guide teachers’ appreciations, decisions, and actions (Borg, 2001, p. 3).
Thus, teachers’ practical theories could help them solve educational problems
considering their pedagogical and situational factors together.
Zeichner and Liston (1996) maintain that teachers’ practical theories are
dependent on their personal teaching and learning experiences, received knowledge,
and core values. They further argue that teaching involves three levels of practice that
reflect teachers' practical theories: action, planning and reflection, as well as ethical
considerations. The first level includes the practices of teachers whereas the second
level is composed of teachers’ considerations of why they do what they do in their
classrooms. Finally, the third level considers teachers’ reflections about the moral and
ethical basis of their actions. Each of these levels influences the others. This cyclical
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process of teaching shows that “teachers’ actions and practical theories are
inextricably interwoven in their practice (Zeichner and Liston, pp. 39-40).
Griffiths and Tann (1992) claim that teacher reflection occurs in five
interrelated (interwoven/ cyclical) dimensions: action, observation, analysis, planning
at different levels of speed, and consciousness, which are valuable and essential to
reflective practice. They further claim that if teachers engage in these distinct levels of
reflection, they would be in a position to understand, examine, revise, and articulate
their own practical theories well, and compare them with others’ theories (other
teachers’ or research-generated educational theories). Their approach to reflection can
be seen as an extension of Schön’s (1983) thoughts about reflection-in-and on-action.
Their framework of reflection is as follows: first dimension, rapid reflection, requires
immediate and simultaneous reflection during teaching (Schön’s reflection-in-action).
The second dimension, repair, requires a limited and short time period for the teacher
to adjust his/her actions during teaching (also reflection-in-action). The third
dimension of reflection, review, can take place after the lesson or after the teacher’s
workday. This dimension of reflection and the following two scopes of reflection can
be considered as similar to Schön’s reflection-on-action. In this phase, teachers
examine and talk about various points such as learner progress or curriculum issues.
The fourth dimension of reflection, research, as the name suggests, includes
systematic and focused data collection and analysis about (around) particular
educational issues generally conducted in the form of action research. The fifth
dimension of reflection, “retheorizing and reformulating” includes critical
examination of personal-practical theories in the “light of public academic theories”
(Zeichner and Liston, 1996, p. 46).
26
According to Zeichner and Liston (1996) there are five traditions of reflective
teaching: briefly, an academic tradition is reflection on subject matter, which in return
promotes student understanding. The second is a social efficiency tradition
emphasizes research-based knowledge (done by external researchers) that can provide
guidance for teachers. According to this tradition of reflection, teachers’ reflections
should be aimed at whether their practices or practical theories match with the
research-generated knowledge. The third tradition of reflection, the developmentalist
strand, focuses on learners’ thinking, understanding, conceptions, interests, cultural
and linguistic backgrounds. The social reconstructionist tradition emphasizes the
interrelatedness of instruction within institutional, cultural, and political contexts and
supports the notion that teachers should reflect on the social and political
consequences of their teaching. According to this tradition, it is obvious that
contextual factors have an impact on the decision-making processes of teachers.
Although teachers’ practical theories or principles influence and reflect their practices
in various ways (e.g., the influence of personal experience in choosing particular
teaching methods or activities), contextual factors, which are beyond teachers' control,
may also exert influence on what they do (Borg, 2001; Zeichner and Liston, 1996).
The last tradition of reflective teaching, in which the central assumption is that being
reflective leads teachers to better understand of their actions, is the generic tradition.
However, what reflection is about, how, and to what degree reflection occurs has not
been identified in this tradition.
These traditions emphasize various dimensions and features in teacher
reflection. Whether teachers focus on subject matter, student understandings, research
principles and findings, or the social context, teachers reflect on their teaching. When
teachers engage in the process of reflective thought related to one or more of the
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issues mentioned above, they may better able to understand the theories embedded in
their own practices and also critically analyze their own values, goals, and the social
and institutional context in which teaching takes place.
Listening
Listening is vital in the language classroom because it plays a critical role in
second language teaching process in terms of communication and language
acquisition (Brown and Yule, 1983, Morley, 1991, Rivers, 1981). Moreover, listening
is an active process requiring various skills such as generalizing, checking, and
revising. Since  listeners can also be interlocutors and also since they must activate
their background knowledge and use both bottom-up and top-down processes,
listening can not be simply considered as a receptive skill. That is why listening to
learn needs to be taken as an important element in the ESL classroom (Lund, 1990).
This is also identical in the EFL classroom. Thus, listening teaching processes should
be given importance (Rost, 1994).
Construct
The listening construct is discussed below since the study was conducted
aimed at investigating one teacher’s inner perspectives in teaching listening. In order
to understand the pedagogical system of teachers in teaching listening and be able to
compare it to research, it is crucial to present the listening construct. The construct is
presented below in terms of the knowledge involved in listening, listening processes,
and listening purposes.
Knowledge in Listening
Listening involves the application of two kinds of knowledge: linguistic and
contextual (Buck, 2001; Ur, 1984). Linguistic knowledge refers to knowledge of the
elements of the language itself (e.g., its phonology, lexis, syntax, semantics, and
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discourse). In particular for second language learners, aspects of language, such as
intonation and stress, different accents, and rate of speech, are common sources of
difficulty. For example, students may not perceive some sounds in the target language
if they do not exist in their own language, so they try to assimilate them to the nearest
sounds familiar to them, which may lead to misunderstanding.
Contextual knowledge refers to understanding of the topic, the context of the
discourse, and knowledge about the world. All of these are employed by listeners in
attempting to comprehend aural input. Here again, mismatches between the
knowledge of learners and the situation they find themselves in may lead to
breakdowns in communication.
Processing in Listening
Brown and Yule (1983) discuss how linguistic and environmental knowledge
is applied to incoming data through bottom-up and top-down processing. These terms
refer to the order of how the listener perceives the incoming input, whether the
processing of acoustic input occurs in a fixed sequence (bottom-up) or simultaneously
(top-down). In understanding spoken language, information sources such as acoustic
input, knowledge of the language, world knowledge and context of communication
interact with each other during listening comprehension. Thus, a wide variety of
information and knowledge is applied in interpreting the incoming data for
communication purposes.
In bottom-up processing, the meaning of a message is derived from dividing
the language input into components such as sounds, words, and clauses until the
intended meaning is reached. So comprehension is achieved through a process of
decoding based on linguistic knowledge. For example, Rost (1994) argues that
knowledge of grammar helps learners divide incoming data into meaningful elements.
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Grammatical parsing is used by the listener in order to (1) understand the relationship
of words to the theme in an utterance; (2) make predictions about incoming
information; (3) infer, or fill in missing information and solve problems of ambiguity.
Thus, our knowledge of grammar is central in parsing the incoming information.
In top-down processing on the other hand, the meaning of a message is
understood through the use of contextual knowledge, which is already known and
from which meaning can be inferred. So listeners apply general world knowledge to
particular linguistic input that is heard and use their reasoning processes to identify
relevant information. Using the reasoning processes involves inferring from
underlying beliefs or evidence, and making inferences. From the inferences,
expectations based on their knowledge may be confirmed and specific details are
filled in.
At the initial stages in foreign language learning, learners mostly depend on
top-down processing; they can use the bottom-up processing only after gaining some
linguistic competence in the target language. The extent to which one or the other
form of processing has the dominant role depends on the listener’s linguistic
knowledge, background knowledge of the situation, familiarity with the topic, and
listening purposes.
Purposes in Listening
Richards (1990) argues that teachers should be familiar with the processes that
take place in listening and the purposes listeners may have in different situations.
Richards proposes two primary purposes: interactional and transactional
Interactional uses of language are mostly based on the social relationships
between the participants rather than the information being communicated. So, it is
said to be more listener-oriented. Eliciting agreement is very important in
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interactional use of language since it functions to satisfy the social needs of
participants. Transactional functions of language on the other hand, is concerned with
communicating information. It is message-oriented, and so is concerned with the
successful delivery of information. He points that the kinds of talk that dominate
classroom life is transactional since many instructions are carried out or how to write
messages are taught in classrooms.
Rost has broken up Richard’s (1990) distinction of interactional and
transactional dimensions of listening and redistributed listening purposes across four
categories: transactional (learning new information); interactional (perceiving the
personal component of message); critical (assessing reasoning and evidence);
recreational (valuing or appreciating an event). All these four aspects of listening
reflect real life listening and Richard’s claim that all types of listening falls into two
categories is seen to be a simplification.
Teaching Listening
Goal of teaching listening
The main goal of teaching listening is to develop competence in listeners and
in order to achieve this aim, other subsidiary aims such as using knowledge,
developing processing capacity, understanding the purpose, and developing
comprehension strategies need to be met.
Brown (2001) summarizes the principles for designing listening techniques as
follows: the techniques that specifically develop listening comprehension competence
should be given importance, techniques appealing to listeners’ personal interests and
goals should be used in order to enable listeners to see appropriateness of classroom
activity to their general communicative goals, authentic language and contexts should
be used, the form of listeners responses in terms of comprehension should be
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considered carefully, listeners attention should be drawn to the value of developing
different kinds of listening strategies, and bottom-up and top-down listening
techniques should be included since they offer keys to detecting the meaning of
spoken discourse.
How to teach listening
In the light of Brown’s principles, four main categories emerge as crucial
points in teaching listening. These are the purpose, the use of materials, exercises, and
tasks; applying listening strategies, and finally, focusing on problems.
Purpose
According to Ur (1984), students should be informed beforehand about what
they are going to listen to (the content, situation, speakers) in order to have a clear
idea of what to expect and how to set a purpose. she points out that the same
conditions for real life listening lead to better comprehension, since heard discourse is
perceived and understood better if it corresponds to what the listener expects and
needs to hear.
Lund (1990) presents a conceptual framework for teaching second language
listening proficiency in which he describes a listening task taxonomy consisting of
two pedagogical categories: listener function and listener response. Listener function
is the aspect of the message the listener attempts to process; in other words, it is how
the learner must approach the text and what must be derived from it. Listener
response is what the listener does to demonstrate successful listening. In the function-
response matrix, the listener functions range from identification (focusing on the
linguistic code) to full comprehension (understanding the whole text); the listener
responses that indicate various ways of demonstrating listeners’ perception
(understanding) of aural input include actions such as choosing, answering,
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condensing, and transferring. Teachers need to direct learners to particular functions
in approaching tasks and offers ways to them to respond, demonstrating achievement.
Use of materials, exercises, and tasks
Lund’s work provides a useful guideline for evaluating listening techniques
and for designing listening materials, which offers a means of planning a functional
experienced-based approach to teaching listening. His taxonomy includes the full
range of listening functions faced in real life. This taxonomy of functions refers to
microskills presented by Richards (1983). Richards suggests that listening ability
consists of an accumulation of micro-skills (e.g. ability to predict outcomes from
events described) that can be diagnosed, targeted, taught, and learned. The micro-
skills are organized under the functions and responses indicated in the taxonomy. In
this way, a conceptual framework is organized that may help language teachers
incorporate real-life listening objectives to their curriculum with appropriate materials
and tasks.
The purposes of listening tasks will determine hoe the exercise will be
organized. If the exercise is going to teach, rather than test, listening, it should involve
a pre-listening component to activate learners contextual knowledge. In addition, it
should have a specific purpose for learners to apply in listening (Dunkel, 1986;
Richards, 1990; Ur, 1984). Dunkel (1986) suggests that tasks should aim at
developing prediction making (listening ahead) or anticipating on the part of the
listener, as useful skills for real-life listening. Ur (1984) suggests further that listening
tasks should be as much like real-life as possible. However, authentic unrehearsed
materials also have their drawbacks, such as the difficulty of language because of
being ungraded. Foreign language learners may also not able to understand natural
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conversation. Still, she suggests that some authentic materials can be adapted for
classroom use after careful selection, editing, and use of supporting materials.
To make listening practice much more effective, it is better to use visual
materials, such as illustrations, maps, or diagrams to support the aural input. Such
visual materials can serve as aids to learning in listening comprehension exercises by
making listening easier. They also may heighten students’ motivation and
concentration. For this purpose, pictures and diagrams, which are understood easily
can be used in any listening task. Ur (1984) suggests that the listening tasks should be
based on short, active responses occurring during or between parts of the listening,
otherwise they will be no more than a test of memory. Richards (1983) argues that
since most post-listening tasks require memory instead of comprehension, these tasks
should be given less importance than pre-listening and during listening ones.
Applying listening strategies
Dunkel (1986) suggests that in order to achieve effective listening, teachers
should provide L2 students with listening experiences that include the three stages of
listening strategy application: pre-listening, listening and post-listening. In terms of
whether the listener knowledge-base and interests aid comprehension, she states that
listeners should be provided with the background information needed to comprehend
the message before listening. She highlights studies showing the importance of
supplying a knowledge for listeners before listening to a kind of discourse. In other
words, the importance of pre-listening activities in teaching listening comprehension
is emphasized. She also cites another research finding relating to teaching listening
comprehension that, the effect of listener interests and background on the
comprehension of discourse, particularly, on the listener’s interpretation is also an
essential factor to be considered.
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Focusing on problems
Rost (1984) looks at the issue of designing a listening course. He argues that in
order to construct a successful listening course, the following learning problems that
learners experience should be identified: physical problems (not participating fully
because of the physical problems the listener has, or, not hearing what is said because
of environmental problems such as noise); memory problems (not being able to recall
what the learner has just heard and not being able to recall the correct sequence of
words or utterances); problems related to lack of attention and concentration
(difficulty in following instructions); comprehension problems (learners may have
trouble with factual or literal comprehension, interpretation, evaluational listening, or
critical listening).
 He describes two approaches for treating listening problems and developing
listening skills. One of the approaches is to help learners prepare for any listening task
or event. In this approach, the listeners are encouraged to develop a purpose for
listening, concentrate, and get ready to get meaning from the listening activity before
listening, as discussed in the previous sections. During listening, the learners are
encouraged to find out whether they are aware of the speaker’s purpose for speaking,
their own purpose for listening, and whether listeners can paraphrase what the speaker
says. This kind of awareness raising before and during listening can prepare learners
for any listening task.
 In the second approach, listeners are encouraged to be aware of their roles as
listeners in relation to their purposes in listening. When learners are aware of their
roles (transactional, interactional, critical, and recreational) and purposes, they can
select appropriate strategies for dealing with any type of listening task. Thus, learners
learn expected types of responses for any type of listening.
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Goh (2000) examined real-time listening difficulties faced by a group of ESL
learners. Data was collected through learners’ diaries, interviews, and immediate
retrospective verbalizations. The analysis revealed real-time comprehension problems
related to the three cognitive processing phrases: perception, parsing, and utilization.
Perception refers to the encoding of the sounds or written message; parsing to the
transformation of words into a mental representation of the combined meaning of
these words and the last phase, utilization refers to the stage where the mental
representation is related to existing knowledge and stored in long-term memory as
propositions or schemata. As a result of his study, he suggested two teaching
strategies in order to help learners improve their listening. The first is a direct strategy
in which listening exercises are used to improve perception and activities to help
learners use specific comprehension tactics, that is, learners are directly provided with
practice in perception of sounds, words, pronunciation of new words and in listening
tactics helping learners improve their comprehension. The second is an indirect
strategy which aims at raising learners’ metacognitive awareness about L2 listening
through encouraging them to consider the difficulties they face while listening to the
target language, so that they will take an active part in overcoming some of their
listening difficulties. These two strategies can also be considered as a practice of the
distinction of linguistic and contextual aspects of the listening construct.
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CHAPTER 3: METHODOLOGY
Introduction
The goal of this study was to explore the inner perspectives of one teacher in
teaching listening; that is, to understand why this teacher behaves in the way she does,
the reasoning behind her practices. A qualitative case study approach was applied in
this study in order to get in contact personally with activities and operations of the
case and to reflect and revise the meanings of what is going on in depth (Stake, 1994).
In other words, it was applied here to explore complexities of a situation from the
perspective of a teacher involved in teaching listening. This is because how teachers
behave, feel, and think can only be understood if you seek to see what they try to do
in their own context.
This chapter starts with research design, which includes case study approach,
stimulated recall, and interviews. The next section includes information about the
participant. The following section, data collection, discusses the instruments used, the
course description, the procedures of the study, and validity and reliability issues. In
the final section, data analysis procedures are elaborated on.
Research Design
Case study
In doing classroom research, the prescriptive observation schedules such as
FLINT (Foreign language interaction), FOCUS (Foci for Observing Communications
Used in Settings), or COLT (Communication Orientation of Language Teaching) are
not adequate to understand the complex nature of classroom processes (Allwright and
Bailey, 1991). Since these include pre-determined categories of what to focus on,
these types of data collection procedures might miss the insights of the participants
involved in teaching-learning contexts.
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In order to gain participant insights and to understand the contextual and
complex nature of actual teaching-learning, there is a need to directly involve teachers
and learners who are the primary agents within the context of teaching-learning
situations and gather their reflections and interpretations. Other ways of data
collection are necessary to gain participants’ own understandings, interpretations,
reflections, for example by a “more open form of self-report” in which they make
their own interpretations of has happened in the classroom during actual teaching-
learning without “specific prompting on specific issues”(Allwright and Bailey, 1991,
p. 4).
In order to prevent prejudgment and to achieve a collection and interpretation
of classroom data, ethnography, which is a “qualitative, process-oriented approach to
the study of interaction” (Chaudron, 1988, p. 45), can be applied in classroom
observations (Van Lier, 1988; Nunan, 1992). In order to investigate the subjective
views and belief systems of the participant teacher in teaching listening as the basis
for the research, I used microethnographic procedures, namely classroom
observations, interviews, and field notes to provide a descriptive and interpretive
picture of her pedagogical system, including both her BAK and practices.
As my concern is teachers’ pedagogical systems, the most appropriate way to
explore the cognitive bases of teachers’ instructional decisions in teaching listening
from their own perspective can be obtained through a case study approach. In order to
understand the inner perspectives of teachers in teaching listening that influence their
practices, their own interpretations, rationale, and reasoning need to be considered for
the validity and reliability of a study that focuses on the pedagogical systems of
teachers in general. A case study approach best serves this purpose because case
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studies provide detailed and in-depth information that utilize various data-gathering
techniques, such as observation, interviews, and recordings (Stake, 1994).
The aim in a case study is to provide an in-depth picture or understanding of a
particular area of the educational world and “extremely rich, detailed, and in-depth
information characterize the type of information gathered in a case study” (Berg,
1989, p. 212). Thus, case study approach was chosen for this study.
Stimulated recall
The stimulated recall approach, which allows the participants to comment on
the behaviors they make while watching the videorecording of their own actions
whenever they feel the urge to comment, was used in this study. Whenever possible,
this was done immediately after the observation-recording sessions. Nunan (1992)
points out that as a technique for classroom observation stimulated recall “can yield
insights into processes of teaching and learning which would be difficult to obtain by
other means” (p. 94). Although I planned to conduct stimulated recall interviews
immediately after the classroom observation sessions so as to help the participant
teacher recall the lesson with a fresh mind, it was not possible to conduct the first two
post-interviews in the form of stimulated recall but the subsequent two post-
interviews were conducted in the form of stimulated recall.
Because of the weekly schedule of the participant teacher, she taught her core-
course class right after the listening class that I observed. Thus, it was impossible to
conduct the first two post-interviews in the form of stimulated recall. However, the
following two post-interviews were conducted immediately after the observation
sessions because the participant teacher’s core-course classes were cancelled those
weeks.
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Interviews
Interviews were chosen as a data collection method in order to gain in-depth
information on the teacher’s pedagogical system. As my purpose was to describe the
teacher’s pedagogical system rather than evaluate her teaching, interviewing helped in
revealing the underlying BAK of the teacher about teaching and learning. McCracken
(1988) emphasizes the essential role that interviews play in qualitative research and
states that “for certain descriptive and analytic purposes no instrument of inquiry is
more revealing” (p. 9).
Talking as much about general notions of good practice as about what actually
happened in the classrooms would provide reliable data in comparing and contrasting
the teacher’s BAK and actual classroom practices. Thus, the interviewing method was
used in the initial, pre-, and post-observation interviews. The content and aim of these
interviews are explained in detail in the procedure section.
Participant
The participant is an instructor employed at Anadolu University School of
foreign Languages department (AUFLD). She has been involved in TEFL for six
years and has a Masters degree in TEFL. The participant teacher currently teaches
elementary and upper-intermediate listening and core-course courses.
I talked about the study with the instructors who currently teach listening
courses at AUFLD. One of the instructors expressed willingness and agreed to
participate in the study. She was assigned to teach this upper-intermediate listening
and note-taking class by the head of the department. I informed the participant teacher
about the aim of the study and its potential contribution to ELT field. She decided that
the study might also contribute to her own teaching and would be an opportunity for
her to consider her teaching through the eyes of the learners.
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Researcher’s Role
I was a non-participant observer during the observation sessions. During the
observation sessions, I sat at the back of the classroom in order not to disturb the
natural flow of the lessons. However, my role as data collector was in the form of
interacting with the participant teacher because throughout the study I worked ‘with’
the teacher: during the pre-observation and post-observation sessions. In other words,
in order to explore the participant teacher’s teaching as she understands it, a close
contact was established between the participant teacher and the researcher.
Data Collection
Instruments
In this study two types of data collection tools were used: video and audio
recording. The observation sessions were both videotaped and audiotaped in order to
prevent any loss of data. All the interviews were also audiotaped.
I videotaped five lessons of the participant teacher to form the basis of the
study. The first of these recordings was a pilot to ensure that the participants (the
participant teacher, the learners, and the observer) were familiarized with the process
of observation and the agents of the study (the participant teacher and I, as the
observer) with the practical side of the study. The other four observation sessions
were the actual data.
Course Description
Anadolu University School of Foreign Languages Department (AUFLD) was
chosen as the site for the study since listening courses were given separately in this
department. The major goal of AUFLD is to prepare learners with adequate English
proficiency for their future academic studies. Although not all the learners would
follow their undergraduate courses in English, they are put in the same classes and
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both the ones who would get English medium instruction in their undergraduate
courses and the ones who would not are taught according to same curricula.
The course the instructor taught was an upper-intermediate listening and note-
taking class required of incoming university students whose English was judged
limited for them to manage a full-time regular student load successfully. The students
were required to pass this class in order to be eligible to start their undergraduate
studies. There were thirty-five students in this class, representing one country
(Turkey), and one language (Turkish). The course lasted one semester and consisted
of two hours of classes each week for16 weeks. Although a curriculum was not
designed for this particular course, the main goals, as stated by the participant teacher
are as follows.
1. to improve listening comprehension and develop academic note-taking
skills through extensive practice
2. to provide learners with a deeper understanding of life and culture in the
United States
3. to increase productive skills through tasks in which learners use aural input
for reproduction and transfer activities in speaking.
The participant teacher was not free to design the listening course as she
wished. Because of unity requirements within the department, all the instructors
teaching the same courses had to use the same materials as the others. The only
material that this course had was the textbook. The participant teacher was not given
permission to bring extra materials for her students.
The textbook, Noteworthy (Lim and Smalzer, 1995), consisted of 15 units,
each representing a different aspect of life and culture in the United States.
Noteworthy is an upper-intermediate to advanced level ESL/ EFL academic listening
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and note-taking book. The topics of the listening extracts are based on general themes
such as population, university life, technology, and education and are presented in the
form of lectures.
Four units of the textbook were covered during the observation of the
instructor. The units, namely Birth, Marriage, and Death (Unit 6), Multiculturalism
(Unit 7), Crime and Violence in the United States (Unit 8), and Technology (Unit 9),
presented various note-taking skills were covered during the observation sessions.
 The structure of the units as presented in the textbook is as follows:
1. Pre-listening Activities
A. Discussion
B. Vocabulary and Key Concepts
C. Predictions
D. Note-taking Preparation
1. Key Words: Listening
2. Rhetorical Cues
2. Listening
A. First Listening
B. Further Listening
3. Post-listening Activities
A. Accuracy Check
B. Oral Activities
C. Collaboration
D. Pursuing the Topics
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Procedures
I talked with the instructors who currently teach listening courses at AUFLD
about the aim and procedures of the study. One of the instructors agreed to participate
in the study. I informed the participant teacher about the aim and the procedures of the
study in detail. Then, we negotiated a schedule to observe her upper-intermediate
listening class, which was suitable for both the participant and the researcher in terms
of schedule.
First, a semi-structured interview was carried out as a pilot study with one of
the MA TEFL students, who also teaches at AUFLD. The interview questions were
designed for initial interview to elicit the participant teacher’s view of the nature of
language and language learning, and information about what she considered to be the
most important aspects and concerns in foreign language teaching, learning, and
learners. The steps of the procedures were mentioned below in order of sequence with
numbers in parentheses.
After revising the interview questions according to the results of the pilot
interview, (1) an initial interview (see Appendix A) was conducted with the
participant teacher to have a general idea about her educational background, her views
on L2 teaching and on teaching listening in particular. The interview was transcribed
immediately after the completion of the interview in order to figure out whether there
were any points that were not fully covered as well as to help in the observation
sessions. One week after the initial interview, (2) a second initial interview was
carried out in which the points that were not fully covered were elicited. The
conceptual categories emerging from the observation sessions and post-interviews
were sent to the participant teacher via e-mail to elicit her commentary.
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The first stage of classroom observations was to carry out the pilot recording
of a lesson. During the pilot session, besides familiarizing the participants (the
teacher, the learners, and I, as the observer) with the observation sessions, I gave a
short presentation in order to make it clear to the learners that the aim of the study
was not to evaluate the learners themselves nor their teacher. Although the students
seemed to be a little bit amazed in the first quarter of the lesson used for pilot
observation and made jokes about the presence of an outsider and the handy camera,
they started behaving naturally as if there were no outsider and they were not being
videorecorded after the first quarter of the lesson, as the participant teacher stated and
as I observed. During the break time, I stayed in the classroom and talked with some
of the students. They told me that although it was unusual for them to accept the
presence of an outsider or being videorecorded, they got used to this situation. I also
showed the students who were interested how the handy camera works and they
watched a portion of the lesson being recorded. After the pilot observation session,
the participant teacher told me that she did not feel comfortable at first because of
being videorecorded but then she forgot about it and went on with her lesson.
No similar problem were observed in the sessions recorded for data collecting
purposes. The classroom recordings were carried out in April 2002. The next portion
of the study consisted of eight hours of observation of the instructor over the course of
one month.
Originally, a pre-interview with the participant teacher before each lesson to
get an idea of her plans, perceptions, and decisions for that particular lesson was
planned. However, because of time constraints, it was not possible to carry out these
pre-interviews, which might have enriched the quality of the data. Instead, the
participant teacher’s lesson notes on the coursebook were photocopied and having the
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copy of the coursebook with notes on helped in following the various steps of the
observation sessions and the development of the lessons.
The observation sessions (3) were videotaped and notes (see Appendix C)
about the practices of the participant teacher were taken as well to assist in the post-
interviews, transcription (see Appendix B) and analysis process. The researcher’s
notes consisted of what the participant teacher did in various steps of the lesson;
however, no pre-identified categories were used. The notes also assisted in the
analysis of the videotapes to provide a framework for which points of the lessons
needed to be clarified by the participant teacher during the post-interviews and to
prepare questions for post-interviews. Four post-interviews were carried out wherein
the participant teacher was asked (4a) to recall the lesson prior to watching the video
recordings of the observation sessions. (4b) While videotaped lessons were watched
and commented upon by the participant teacher, by pressing a pause button to stop the
video camera and then making comment, she provided unstructured commentary
regarding thoughts, decisions, and actions that were related to the classroom events on
video camera.
Because of the heavy workload of the participant teacher, the first post-
interview was carried out two days after the second observation session and the
second post-interview on the day following the first post-interview. The last two post-
interviews were carried out five hours after each observation session. Whenever
possible, it was left to the participant teacher to initiate the comments. However,
where no teacher commentary seemed forthcoming and where the interviewer needed
clarification of the instructional actions of the participant teacher, the interviewer
pressed the pause button to elicit a comment by asking a question like: “What was
happening there?” However, the goal was not to find out specifically about what the
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participant teacher was thinking at that particular moment. As the video recordings
were not watched immediately after the observation sessions, it would be hard for her
to specifically articulate what she was thinking at that particular moment. Instead, the
goal was to provide insights into the BAK of the participant teacher about her
teaching in general and in listening in particular.
A final interview (5) was conducted after the analysis of the data collected
during observation sessions with the teacher, in which emerging conceptual categories
from the collected data were discussed.
Briefly, the steps which have been described above is listed as follows:
1. Initial interview-I
2. Initial interview-II
3. Classroom observation
4a. Post-interview-prior to watching the video (after each lesson)
4b. Post-interview-during watching the video
5. Final interview (after all observations are completed).
All interviews were returned back to the teacher in a transcribed form to gain
her feedback in terms of accuracy checking and clarification of the issues discussed in
the stimulated-recall interviews. All the audio taped interviews and videotaped
lessons were transcribed and also copies of all instructional materials were taken from
the teacher to help in analyzing the collected data.
Validity and Reliability
For the validity and reliability of the data collected, I asked one of my friends
in the MA TEFL Program to check the accuracy of the transcriptions. Also,
transcribed interviews were returned to the teacher (a) to check for accuracy, (b) to
comment on my interpretations on issues discussed in the initial- and post-interviews
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in written form (i.e., I put forward questions to clarify or elaborate on the issues
discussed), and (c) to prevent a misunderstanding between my interpretations of her
work and what she actually meant in the interviews.
Data Analysis
Borg’s (1998) model for data analysis was adapted for this study. Borg’s
approach briefly includes comparing and contrasting the emerging conceptual
categories from the initial interviews with the ones emerging from the post-interviews
(see Chapter 2, p. 12 for a detailed description of his data analysis). Since his model
included a thorough data analysis procedure and as he also investigated an EFL
teacher’s pedagogical system in the form of case study, his model was used as a
framework for data analysis. To generate questions about the rationale for the
teacher’s approach to listening, I analyzed the interviews and video recordings. In this
way, conceptual categories were identified as a basis of the framework for the
following interviews. The issues included in these categories were the focus areas in
the following interviews. Key episodes, such as the use of a particular listening
activity or methodology, were raised as prompts to let the teacher elaborate on them.
The categories emerging from the initial interviews data were compared with
the conceptual categories that emerged from the post-interviews to find out whether
there is a consistency between them.
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CHAPTER 4: DATA ANALYSIS
Overview of the study
The study investigated one teacher’s pedagogical systems through self-
reflection. The inner perspectives of one teacher on teaching listening were explored
in terms of her beliefs, underlying principles, and her justifications and reflections on
her own actual classroom practices. This includes the rational justifying her actual
classroom practices through her BAK about language teaching and in particular about
teaching listening. This study aims at providing descriptive information about teacher
cognition and pedagogy in teaching listening through the observation of one EFL
teacher’s classroom practices and reflections in her own voice. In this sense, the data
was analyzed in a descriptive way by considering the teacher’s own reflections and
reasoning at the core of the study.
This chapter is organized around the participant teacher’s beliefs and her
practices in teaching listening. The interviews with the participant teacher and the
researcher’s observations of the participant teacher’s practices were the main data,
which were analyzed in terms of the participant teacher’s beliefs and practices. All the
data is explained through the researcher’s comments, which are supported by the
literature whenever appropriate.
The Teacher’s Beliefs
According to the analysis of the data, the teacher’s beliefs can be organized
into seven categories, which are her visions of the teacher role, learner roles,
language, teaching listening, using L1, culture, and exploitation of materials. These
are explained below in detail.
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Teacher and learner roles
Beliefs about teaching and teacher roles are connected to beliefs about
learning and learner roles and they overlap most of the time (Graves, 2000). Since
teacher and learner roles overlap, I will treat them as one category, will divide them
into two subtopics.
Vision of teacher role
Harmer (1991) describes teacher roles in terms of a two way distinction
between facilitator and controller. İrem’s description of herself as “a mother”, “a
guide”, and “a resource” for the learners fit into Harmer’s facilitator category.
İrem believes that a language teacher has to care about all her students’ needs
and wants because she thinks that a language teacher should have the role of a mother.
A mother not in the sense of doing everything for her children but as a caring figure
who does not try to control her students but who helps them access resources they
need for learning and helps them develop independent abilities. She feels that the
teacher should teach the language taking learners’ affective needs particularly into
account.
İrem made a comparison between being a foreign language teacher and being a
mother in the pre-interview. It is clear from this simile that the affective nature of
learning should be considered an essential factor in teaching a language for her.
İrem: “...students have to feel themselves very comfortable in
the classroom and to feel this, we have to be like mother or friend
indeed...”
İrem believes that a language teacher should be in the role of a guide and
helper, which should promote the necessary comfort level in the classroom. She also
adds that the teacher should show resources that are essential for her learners and
50
should lead them in learning how to get those resources. In this sense, the teacher
avoids spoonfeeding the students; instead she encourages them to develop their own
study skills and habits, which is a sign of teacher respect for learner autonomy and her
recognition of the importance of learner independence and empowerment.
The following example gives İrem’s most significant response about her views
in promoting learner autonomy and empowerment.
İrem: “...I preferred asking them how many times they would
 like to listen because they know how many of the gaps
they would be able to fill in or not, that is I do not want
to decide how many times they should listen to.”
This shows a shift of control from the teacher to the learners which is a
significant feature of learner autonomy. The decision-making process is driven
not
by the teacher as the sole authority but by the contribution of the learners. Engaging
learners in the decision-making process can be considered as a way of active
involving of learners in the process at learning (Tudor, 2001; Graves, 2000; Nunan,
1999; Lepper, 1985).
İrem: “I mean, I do not like forcing the ones who do not want
to participate. It is their responsibility to decide.”
Learner autonomy means simply students taking responsibility for their own
learning and İrem’s recognition of this fact shapes her beliefs about the role of the
teacher and role of the learners. İrem mentions that it is the teacher’s role to motivate
learners and create the required conditions that help the learners be motivated.
İrem: “Teacher has to create an atmosphere to motivate the
 students...”
According to İrem, another significant role of the teacher is being a motivator.
How the participant teacher motivates the learners in different ways is by adapting the
materials and relating the topics to learners’ own culture, using L1, and taking
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 learners’ interest areas into consideration. She takes students’ interests into
consideration as she believes that students’ motivation can only be maintained
through topics which will engage them in the activities.
İrem: “ ...because they just turn off their channel to
           listen and they are not interested in the lesson
          because the topics are not interesting for them.
           So, it should be interesting for the students. The
          topics should be interesting enough so in this
          way they can be motivated.”
Impact on Practice
In each unit before the main listening, İrem first lets the students prepare their
own questions on the topic of the unit, but does not force them to prepare questions
that are directly related to the content of the main listening extracts. Instead, she
encourages and helps them to write as many questions as they can that come to their
minds and might be related to the topic. In this way, the teacher tries to promote an
atmosphere where students have the right to make their own choices, which leads to
learner autonomy (Little, 1991). She also models making questions for learners orally
before they start writing their own questions. This way of modeling supports the guide
role of İrem.
İrem also shares her authority with the students, for example by asking their
preferences in certain exercises; she lets the students decide whether they want to
answer the pre-listening or post-listening questions all at once or one by one.
İrem: “I preferred asking them how many times they would
 like to listen because they know how many of the gaps
they would be able to fill in or not, that is I do not want
to decide how many times they should listen to. I just
leave it to them to decide... since they are the listeners I
want them to decide. I do not want to decide it.”
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While monitoring the class, İrem helps the students who ask for help and
offers help to others but does not force those who are not interested or on the task to
participate more actively because she sees this as a question of their responsibility.
Vision of learner role
İrem believes that since learners bring a variety of knowledge, experience, and
insights to the classroom, these allow them to play an active role in language learning.
Thus,  students should be active participants in the classroom in order to learn the
language in use; that is why she follows a learner-centered approach in all activities or
tasks she carries out in the classroom. In other words, she believes learners have the
potential to be active agents of their own learning.
İrem: ” ...they [learners] should be active as much as possible
 and if they participate in all the activities. I mean, it
would be for their own benefit to use the language.”
Because the teacher sees herself as a guide or helper and her students as active
participants such an approach creates a democratic atmosphere, which promotes
decision-making process as a joint effort.
  İrem: “...The teacher should encourage the students to engage
 in decision-making process in which both parties have
equal say”.
İrem also believes that it is the student’s responsibility to make an effort to learn, not
the teacher’s. These are all major characteristics of learner autonomy, which means
students taking responsibility for their own learning (Dickinson, 1993).
  İrem: “I always say that it should be the role and
 responsibility of the learners to learn the language.”
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Impact on Practice
İrem avoids forcing students to participate in any activities; for example, she
does not give notice to students if they are not preparing their own questions that are
related to the topic of the main listening when asked.
İrem: “I do not like forcing the ones who do not want to
 participate. It is their responsibility to decide.”
İrem: “ I do not want to decide how many times they should 
 listen to. I just leave it to them to decide since they are
 the listeners  I want them to decide.”
Students have the right to participate or not in the activities, to express their own
ideas, as well as the freedom to prepare their own questions in İrem’s classes.
While covering units from the coursebook during the pre-listening stage, in
order to engage students’ interests in the theme and to give them a purpose to listen,
İrem gets her students to prepare three questions individually about the content of the
topic and then to predict the answers to those questions. In order to activate students’
background knowledge, the teacher asks questions or creates discussion topics that are
related to students’ own culture, background, and interests. For example, in one of the
units, the topic was multiculturalism. Because this is not a commonly discussed issue
in Turkey, İrem asked students whether Turkey is a multicultural country or not and
what they understand from this term. She expanded on cultural differences among the
regions in Turkey. In this way, she made the topic more related to students’ culture
and background knowledge.
While talking about the most important factors in learning a second language
during the initial interview, İrem highlighted learners’ interest, age, and the situation
(in terms of learners’ purpose and the environments they will need to use the
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language they learn) as the most essential factors to consider. Tudor (2001)
advocates considering learners’ age, motivation, their expectations, and needs with
respect to the learning process as being essential psychological/ affective factors in
promoting learner autonomy.
Although she tried to arouse learners’ interest in the lessons through relating
the issues or topics discussed in each unit to learners’ background knowledge, it was
not easy for her to motivate the learners since the topics were not of interest to them
and a lot of the material in the coursebook is culturally unfamiliar. For example, one
of the topics in the book was multiculturalism, which was unfamiliar for the students.
Because of this, most of the time learners were not able to discuss the topics in detail
and they could not have an enriched opportunity to practice speaking, something
which worked against İrem’s attempts to integrate listening and speaking.
There was curricular pressure on İrem to follow the same course schedule and
the same coursebook as all the other listening teachers. İrem was supposed to do all
the pre-listening activities in the book (key concepts and vocabulary, rhetorical cues)
and one post-listening activity, which is Accuracy Check. Doing all these activities
takes almost all the time devoted to this course each week. These constraints were
another reason that İrem could not find enough time to enable the learners to talk on
the issues or topics in each unit.
Vision of language
İrem believes that knowing a new language means opening new doors which
will broaden learners’ vision of life. She emphasizes that while learning a new
language you learn a new culture as well, which gives a better understanding of the
target language and people.
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İrem: “...culture is inseparable from learning a new language
 and it [culture] should be taught. This allows grasping
of English and lives of people living in for example
United States, Britain, or Canada”.
Learning a new language means reaching more sources of information and getting
integrated into outside world through better communication. She thinks that language
can only be learned in use which emphasizes the importance of practice.
 İrem: “...I believe that language can be learned by using it.”
However, while giving students this practice, affective factors should be taken into
consideration to open their channel to learning.
İrem: “...the atmosphere should be comfortable enough for
 students to learn the language and teacher should
create a communicative atmosphere because language
can be learned by using it...”
For example, creating a comfortable atmosphere where students have no or low-
anxiety can help to achieve this aim.
Impact on Practice
İrem’s beliefs do not contradict with her practices except for her view about
using a communicative approach to teaching and integrating skills. As she believes
that learning a language is opening new doors through learning a new culture and
reaching more information in the classroom, she exploits the target culture to a certain
extent in the classroom. First she gives the essential vocabulary, then to make the
students at least familiar with the context of language they are learning, she gets the
students to discuss the topics by using  the vocabulary that has already been presented
to them.
In terms of affective factors, all through her lessons, she tries to create a
comfortable and friendly atmosphere. She treats the learners as friends and never
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forces them to do something that they do not want to. In one occasion, I observed that
the students sitting in front of me were not preparing questions, which they had
required to do. When İrem realized this, she asked the students whether they needed
any help and then passed on to other students without any further warning.
Although she believes in the use of the communicative approach in language
learning, what I observed is the fact that she can not put her belief into practice
because of time constraints and curricular issues. These prevent her from establishing
a better communicative atmosphere in the classroom. The exercises in the coursebook
took so much time that İrem was not able to elaborate each activity as a
communicative one, something she is aware of.
İrem: “I do not feel that I am effectively creating a
 communicative atmosphere in this class.”
Since the listening activities take most of the time of the lessons, she can not find
enough time to enable her learners to speak on the topics and what they have listened
to.
Beliefs about teaching listening
İrem believes that listening should not be taught as a separate skill since
teaching it that way does not correspond to real life situations; that is, listening can
not be separated from speaking.
  İrem: “Especially listening and speaking can be combined
 because students have to speak, I mean, they have to
use the language.”
She, again emphasized the importance of achieving a communicative approach in
class through the integration of speaking and listening which reflects the real-world
interaction. Because of the limitations mentioned above, İrem was not able to achieve
this in practice.
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However, she avoids practicing or teaching grammar in her listening lessons
so as not to miss the focus of the lessons and distract students’ attention from the
listening tasks.
  İrem: “It was just because my aim is not grammar. I just do
 not want them to stuck to grammar, it is enough if they
could catch the content while writing their own
questions.”
She also adds that teaching listening is really difficult because it is the last
skill to develop in learning a foreign or second language.
  İrem: "What I know is that listening is the last skill that a
 learner can develop because it is really difficult, you
know because of linguistic and environmental factors
such as accent, stress, intonation, hesitations, and non-
verbal clues. And you know you have to understand all
these factors.
Ur (1984) also emphasizes that listening skill is difficult to gain for foreign language
learners because of linguistic and contextual factors. Factors such as intonation and
stress, different accents, redundancy and noise, or inadequate visual and aural
environmental signals make it difficult for learners to improve their listening skills.
Her practices in the classroom reveal that she integrates both bottom-up and
top-down processes of listening skills by pre-teaching vocabulary and activating
schemata in order to help her students decode the message and activate their schemata
and background knowledge. Teaching listening in an effective way requires applying
both bottom-up and top-down processes of  listening skills (Buck, 2001; Brown and
Yule,1983; Nunan, 1999; Nunan, 1996; Richards, 1990).
She believes that listening materials should be one level below learners’ actual
proficiency level since she thinks that although materials written for skills other than
listening correspond to learners’ proficiency level, materials prepared for listening do
not reflect learners’ actual proficiency level.
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İrem: “...although their [the learners’] reading level is upper-
 intermediate level or the other skills, their [learners’]
listening is really bad, so it [the coursebook] should be
one level below their actual level.”
Although the coursebook is labeled as upper-intermediate level, there is a mismatch
between learners’ actual proficiency level and the level presented in the coursebook.
 As long as the listening tasks are extremely challenging, her comment seems to be to
the point.
Teaching listening and note-taking
 İrem distinguishes note-taking and listening. She does not believe in the use
of note-taking as a means of improving the listening skills of her students
because, as she stated during the initial interview, her students are never given the
questions in the listening exams while they are listening to the tape, in contrast to the
note-taking activities they do in class, in which questions are provided after the
listening stage.
  İrem: “For most of them note-taking is not necessary, because
 it is not tested, so they get bored...”
İrem: “...I do not think that students need to learn note-taking
skills and that is why I do not give too much
 importance to that. I try to do the activities that the
book requires me to do.”
This reveals that İrem believes that the note-taking activities done in the classroom do
not meet students’ current needs and demotivates them, and do not match the listening
goals and objectives of the teacher. This also shows a significant mismatch between
teaching and testing since students are never assessed for their note-taking skills in the
exams. In addition to not matching what is tested, she also believes that the major
technique she has to use in class: note-taking does not help her students improve their
listening skills.
İrem: “...note-taking is a part of listening but we imagine that,
 we suppose that they have enough listening abilities to
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note take...For this level of students I do not believe
that note-taking is crucial. I mean, it is not for them to
learn the language or to be able to understand the
message or what they listened to.”
She also perceives that the learners have not yet developed note-taking skills in
their L1 as well and she stated that teaching the learners note-taking skills in L2 is not
logical since they have not yet developed this skill in L1.
İrem: “since the aim is note-taking, they only do not know
what to take as notes...and to what extent to note-take,
then we try to make them take notes in a foreign
language they learn although they do not know how
to note-take in their L1.”
However, the main purpose of teaching note-taking skills at this particular
level is supposedly to prepare the learners who are going to have their content lessons
in English. From this perspective, teaching note-taking skills can be considered as
essential for some learners; however, not all the learners will have their content
lessons in English. Also, as İrem states, subject-matter instructors teach in Turkish
after they teach in English. This can also be considered as a mismatch between
institutional demands and learner needs. Teaching note-taking skills demotivates most
of the learners since they know they will not use them later.
İrem is against teaching note-taking skills at this upper-intermediate level
because she thinks that the learners' current English proficiency level is not adequate
and the coursebook is also above the proficiency level of the learners.
İrem: “...the coursebook is above the level of the students.”
Impact on practice
Her beliefs about teaching listening have a number of specific impacts on
İrem’s practices. According to İrem, what she does in the classroom does not
contribute to her students’ integration of speaking and listening abilities. In the third
post interview, İrem emphasized that putting learners in a receptive role in listening
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classes was not realistic since teaching listening this way would not help learners
improve their listening and speaking skills. So, she tried to get the learners to speak
whenever possible. She generally omitted the warm-up questions at the beginning of
each unit and also did not refer to the pictures in the warm-up because she believes
and perceives that the warm-up questions and the pictures in the coursebook reflect
only the norms and values in the target culture. Thus, in the warm-up and in various
parts of the lessons, she preferred asking questions that are related to learners'
background knowledge and particularly about Turkish culture.
  İrem: “… we just put them into a listening situation and they
 just listened to it and I try to make it as communicative
as possible but by asking questions.”
  İrem: “ Because the ones [exercises] in the book were about
the pictures there and they would not be able to say
much, I mean the questions were very strange… I
extended the time for warm-up because there
were many things that they could talk about"
As it is clear from the above citations, İrem tries to motivate the learners to
speak as well as listen by relating topics to learners’ own culture and background
knowledge. She complains about not being able to meet the learners’ needs since she
perceives that  the coursebook is not suitable for the learners in terms of not providing
topics that  motivate learners to actively participate as well as not being suitable for
the target  learners.
Still, she is not able to give as much attention to speaking as she thinks
necessary, and completely avoids writing and grammar because of time constraints.
She especially stays away from grammar because the students are already
preoccupied with grammar issues and may lose their concentration on the listening
tasks if grammar is given attention. In her practice, she does not correct grammar
mistakes nor does she refer to any grammatical issues, either deductively or
inductively. She actively discourages students’ questions about grammatical issues.
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While writing on board student made questions about the topic of the units, İrem
does not correct any grammatical errors as long as the message is comprehensible.
  İrem: “It was just because my aim is not grammar. I just do
 not want them to stuck to grammar, it is enough if they
could catch the content while writing their own
questions. Actually, yes, I do not correct grammatical
mistakes while writing their questions on board...once
 they start to do it they can not get rid of grammar, they
keep on asking questions about the form of the
sentences. And this time they go far from listening so
there is no need for it.”
İrem is quite good at integrating bottom-up and top-down processes of
listening in her class. During the pre-listening stage through the help of vocabulary
exercises which teach the key words and concepts in the listening extract she enables
students to decode the messages and become familiar with the words and sentences
they will hear in the while-listening stage. For example, she gets her students to spell
the new words and sometimes asks the part of speech of the words.
İrem: “In the pre-listening stage, my focus is always on pre-
teaching vocabulary because I believe that the
explanation of new vocabulary enhances students’
comprehension of the listening task and all the
activities I do after the listening and also the discussion
part in the pre-listening enable my students to use their
background knowledge.”
As a top-down process, she always gets her students to predict the
content by the help of the pictures or student-made questions about the topic. Students
not only prepare questions about the topic but also answer them before starting to
listen to the passages. The purpose of this activity is, first, to arouse a personal interest
to make the listening task more meaningful and second, to activate
students’background knowledge through guessing.
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Although İrem strongly supports the idea that listening and speaking should
be taught together, as they are inseparable skills in real life, her classroom practice
differs from this. This mismatch results from the fact that although the book is
designed to teach listening and speaking in an integrated way, she either skips or
cannot spend much time on speaking activities and only concentrates on the listening
parts due to time constraints which are forced on her by curricular demands. Not to
fall behind the course schedule, İrem feels the pressure to complete all the listening
activities in the amount of time suggested in the course outline. The only practice she
gets her students to do with speaking is to adapt the warm-up questions. She relates
the questions in the discussion part of the pre-listening activities to Turkish culture
and context. However, she does not spend much time discussing those questions in
depth.
Vision of using L1
İrem believes in the use of L1 in listening lessons in order to check students’
comprehension of the listening activities and to exchange views and insights  between
the teacher and learners, which makes both the teacher and the learners more
comfortable in the language classroom..
İrem: “...I feel more comfortable in my listening classes when
 I speak in Turkish because I mean – I make
discussions about what we are listening to, so it is
important for me what they understood from the
 thing they listened to...telling me in a way what they
understood is enough, does not matter whether in
English or in Turkish.”
İrem uses L1 both to motivate the learners to participate actively and assess their
understanding of the content of what they have listened to and the tasks.
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Impact on Practice.
The observations reveal that İrem uses L1 especially in discussion activities
when learners feel stuck and frustrated and when they can not express themselves in
English due to their low level of proficiency. Both the teacher and students feel free to
speak in Turkish in those activities.
İrem: “...so telling me in a way what they understood is
enough, does not matter whether in English or in
Turkish. Sometimes students want to say
 something but they do not have enough English,
I let them use the mixed types but still they do
not feel comfortable and for discussion parts
only, I let them speak in Turkish.
Not only in discussion activities, but also in pre-listening, vocabulary and key
concepts section, İrem uses Turkish to explain the meaning of challenging words in
order to save time. Although she explains the unknown vocabulary first in English,
she does not hesitate to give their Turkish equivalents when students have difficulty in
getting the meaning.
İrem: “I do not insist on speaking in English... my aim is to
 elicit what they have understood from the text they
have listened to...their level of proficiency is not
enough, or they will not be able to express what they
want to say, so they choose not to talk. That is why I
prefer Turkish. I mean although I speak in English, I do
not interrupt them when they speak in Turkish.
Such an approach also makes her feel comfortable as it enables her to check whether
her students understand what is going on and whether they are learning what is aimed
at or not. By using Turkish, the teacher feels that she monitors her students better.
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Vision of use of culture
İrem believes that language and culture are linked, as seen earlier, but that a
foreign language should not be solely taught through the unfamiliar target culture.
However, American culture is presented as the only culture all through the
coursebook. She adds that because the attitudes, customs, norms, and values in
American culture are quite different and even in some cases in conflict with students’
own culture, students either show resistance to the culturally-biased material or feel
demotivated.
İrem: “Since most of their [American ] customs and values
are totally different from our culture, this makes the
students regret the target culture norms”.
She believes that a compromise should be maintained by involving learners in
activities where they can develop a crosscultural understanding, which means
understanding American culture in relation to Turkish culture in a reflective way.
İrem: “I try to change some of them because the questions in
the book are about some pictures on the book, so,
they can not have many ideas about them, so I try to
make them talk about Turkish situation and
 compare it with American situation. I think, it helps
 them understand the target culture better.”
İrem: “Most of the learners can not answer questions or they
 get lost while listening- they are not motivated because
of the cultural bias of the topics. That’s why I try to
combine both Turkish and American culture."
This approach is also supported by Kramsch (1993) who claims that learners should
be asked to reflect on their own culture in relation to other cultures to establish a
“sphere of interculturality”.
İrem also believes that the target culture should not be imposed on students or
promoted in a way that students feel obliged to accept the norms of that culture, but
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 should just be presented as facts, which help students compare and contrast with their
own culture in order to understand both better. Although İrem did not mention this
belief explicitly in the interviews, I realized through the classroom observations that
she presented the target culture, norms, and values as facts and encouraged learners to
compare and contrast the target culture norms with their own.
Impact on Practice
Her beliefs are well embedded in her classroom practice. She teaches English
not only by making use of the target culture but also by including Turkish culture to
increase students’ interest in the themes and to make tasks more relevant and personal
to students. Because the coursebook is completely based on American culture and the
themes such as multiculturalism and crime and violence in the United States are not
familiar or relevant issues in students’ own culture, İrem usually adapts the topics and
the pre-listening discussion points in the coursebook to the students’ own context and
culture in order to increase motivation.
  İrem: “they are not motivated because of the cultural bias of
 the topics... ”
İrem: “I did not ask those questions about the key concepts
because they were all about America.”
  İrem: “This book is a little bit prepared for the people
studying in America. So since they will have no idea
about it, I thought that the discussion questions are
unnecessary, so I just skipped them.”
When enough time is left after the activities in the coursebook are over, İrem
encourages students to compare and contrast the same theme in the target and their
own cultures either in English or in Turkish and to come up with either similarities or
differences or both in the two cultures. In this way, İrem tries to assess whether
learners have grasped the content of listening extracts. Likewise, she creates a
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discussion on comparing and contrasting both cultures, which promotes awareness of
the norms, values, and customs of both cultures. This way of approaching culture also
provides opportunities for integrating speaking skills.
Vision of exploitation of materials
The teacher uses a coursebook, which is called Noteworthy, designed for
developing listening and note-taking skills. She does not use any other extra or
supplementary materials so as not to violate the curricular decision which restricts the
use of classroom materials to only ones chosen by the administration. However, such
a restriction causes frustration on İrem’s side as she finds it very difficult to meet her
students’ needs with a book which she feels does not respond to those needs.
İrem: “We are not allowed to bring extra materials to meet our
students’ needs, and not meeting their needs makes me
feel frustrated”
First, İrem thinks that the book is above the level of students and, because there are
very long listening texts in the coursebook, her students get bored and do not
concentrate on the listening for very long. She believes that instead of using long
listening texts which are mostly lectures, short conversations related to daily life
should be exploited in order to help learners to improve their listening skills.
İrem: “...the coursebook is above the level of the students and
does not meet our students needs. For most of them
note-taking is not necessary, so they get bored and the
texts are too long. I am against those long texts.”
She also complains about the scarcity of appropriate listening books in the market,
which forces the institution to choose from the available ones even if they do not meet
the goals and objectives of the course thoroughly.
İrem: “...students are upper-intermediate and in the market
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there are not many books for their level...”
  She adds that because of curricular pressure, she follows a coursebook,
which she does not like at all.
İrem: “We are not allowed to bring extra materials to our
 classes which is for unity. Because of these curricular
pressures we are stuck and as a result we can not
respond to our learners’ needs and wants.”
Owing to the institutional structure and environmental constraints
mentioned, prevent İrem to fully put her beliefs about the exploitation of materials
into practice.
Impact on Practice
Because she has to use the book although she does not like it, she tries to do
her best with it. To get the maximum profit from the coursebook from her perspective,
İrem adapts the activities and exercises within the limitations of institutional
decisions. In particular, as mentioned in the preceding section on vision of culture, she
relates the materials to Turkish culture and creates opportunities for her students to
make comparisons between Turkish and American culture to arouse their interest and
to reduce the cultural bias carried by the book.
She also changes the pre-listening discussion questions by relating the topics
to learners’ own situations in order to activate students’ background knowledge. In
order to give them a purpose for listening and produce opportunities for speaking, she
gets the students to prepare their own questions about the topics and encourages them
to predict the answers to their own questions before the listening task.
Conclusion
According to İrem, language teaching is beyond teaching a linguistic system; it
is rather a tool for achieving communicative goals in which various factors, such as
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curricular issues, pedagogical issues, environmental constraints, and social context of
language learning play a significant role. Integrating culture, teaching language in use,
and considering communicative perspective of language can be regarded as İrem’s
view of language teaching. She emphasizes the impact of the institutional structure,
contextual factors, and environmental constraints which shape her beliefs in fostering
and inhibiting the communicative goals embedded in her practices.
This chapter presented a descriptive analysis of the findings of the study from
the perspective of an EFL teacher in an EFL environment. In the next chapter I will
discuss the findings and draw conclusions. The findings will be discussed in relation
to the relevant literature.
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CHAPTER 5: CONCLUSION
Overview of the Study
This study revealed one teacher’s pedagogical system in teaching listening. It
also investigated whether there are differences between the beliefs and actual
practices of the participant teacher. One EFL teacher was observed and videotaped for
four two-hour sessions of teaching. The participant teacher was interviewed both
initially to have a general idea about her views on L2 teaching and teaching listening
in particular, and after each observation in the form of a stimulated recall to get her
reflections and interpretations about the lessons. The data were analyzed qualitatively.
The following research questions were addressed in order to investigate the
participant teacher’s pedagogical system.
1) What is the teacher’s pedagogical system for teaching listening?
a) What are the teacher’s stated beliefs and personal theories about
teaching listening?
b) What are the teacher’s practices in teaching listening?
c) How does the teacher justify any inconsistencies between her stated
beliefs and personal theory of teaching listening and her teaching
practices?
In this chapter, the results of the data will be discussed in order to answer the
research questions. Next, the researcher’s interpretations will be presented with
reference to literature. The similarities and differences between the participant teacher’s
perspective on teaching listening and literature will be compared. Then, implications for
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teacher education and for further research will be discussed, as well as the limitations of
the study.
Results
The first research question is:
What are the teacher's stated beliefs and personal theories about teaching
listening?
In this section, İrem’s beliefs about teacher and learner roles, the integration of
listening with other skills, affective factors in learning a language, and her perspective
on the nature of teaching listening, the place of L1 in listening classes, bottom-up and
top-down processes of listening, integration of culture, as well as exploitation of
materials will be presented. İrem’s beliefs about these categories fall into three major
categories that arise from her statements and from her practices. This shows her system
of beliefs, assumptions, and knowledge (BAK). Thus, this section is organized under the
following categories: (1) vision of teacher and learner roles, (2) language, language
teaching and learning, and (3) culture and exploitation of materials.
Vision of Teacher and Learner Role
İrem underlined that a language teacher should be as facilitator, which she thinks
as a major characteristic of teacher role. İrem believes that a language teacher should take
care of her students' needs and should be like a guide who leads them to reach the
required resources in language learning. And she sees her learners as independent, active
participants in the language classroom. In this sense, she emphasized that learners
should be active participants in listening classes because she believes that listeners
should also help construct the content of communication. İrem also believes that learner
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autonomy is essential in developing learner independence and empowerment. She
emphasizes the importance of taking students’ needs and interests with the consideration
to motivate them.
Vision of Language, Language Teaching, and Learning
She thinks that listening should not be treated as a separate skill, but should be taught
in an integrated way with speaking as this is how we acquire these skills in real life.
She also believes that it is difficult to teach listening skills since it is the last skill to
develop. Although she teaches note-taking skills, she thinks that it is not a useful
technique for her students because according to her, the students are not at an
appropriate level to learn this skill and it also does not meet her students’ current
needs. Her practices revealed that she applied her beliefs about bottom-up and top-
down processes in listening, by using integrative techniques such as adapting pre-
listening questions to learners’ cultural background and introducing the new
vocabulary before listening, enabling her students both to decode the message and to
relate their background knowledge to the topic and to activate their schemata.
For İrem, a new language can not be mastered unless it is learned in use; that
is, the more practice the students have, the more competent they become in that
language. And, this practice can only be beneficial as long as affective factors such as
motivation are considered.
She strongly believes that teaching a technique in the target language which
students have not learned or practiced in their L1 will not contribute much to their
learning. She is not against the use of L1 in her listening classes as she believes that the
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use of L1 enables the teacher to check students’ comprehension of the tasks and makes
students not feel frustrated when they want to express their opinions.
Vision of Culture and Exploitation of Materials
In terms of culture, İrem believes that students should develop a cross-cultural
understanding, which suggests teaching both the target culture and their own culture
together. And instead of imposing the values and norms of the target culture on
students, only the facts related to that culture should be given to students. İrem
believes that learning a new language is inseparable from learning a new culture,
which enhances students’ comprehension of the target language.
According to İrem, classroom materials should be appropriate to students’
level and they should respond to students’ needs and interests so that they can
motivate the students. She thinks that curricular pressure prevents her from exploiting
the materials in her own way and limits the choice of appropriate materials which she
thinks could meet her students’ needs. She also believes that because there is a
mismatch between her students’ proficiency level and the level of the listening books,
she suggests that all materials should be one-level below the required level.
The second research question is:
What are the teacher’s practices in teaching listening?
Since she sees her students as active participants and herself as a guide or
facilitator, she follows a learner-centered approach in her classes where students are
engaged in the activities, which motivate them to participate. For example, she
arouses learners’ interest through discussion topics which are related to students’ own
culture and background.
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Because İrem believes in learner autonomy, she encourages her students to
make their own choices, for example, preparing their own questions related to the
topics of the units. She never forces her students to participate if they are not
interested in the tasks.
Although she believes in communicative approach, she can not put it into
practice in class due to time constraints and institutional structure. She is unable to
integrate skills as she would. She can not do many speaking activities to go with
listening. The only practice she gets her students to do with speaking is to adapt the
warm-up questions into discussion ones. However, even these efforts are sometimes
limited by time constraints or by lack of student interest She deliberately avoids
teaching grammar in her listening classes, as she believes that it causes to miss the
focus of the class.
 In order to practice bottom-up and top-down processes of listening, first she
teaches the new words before the listening activity so that the students can
comprehend the tasks better. Second, she always gets her students to predict the
content of the listening by giving them discussion questions or using pictures. They
are also encouraged to prepare their own questions, which will make the task more
meaningful for them and give them a purpose for listening.
She tries to create a comfortable learning atmosphere to prevent any factors that
can inhibit students’ learning. She always adapts the themes and topics in the book to
students’ own culture and background knowledge. Because the coursebook solely
depends on American culture, she teaches the target culture by comparing and contrasting
it to students’ own culture. So that, students can understand the themes in the coursebook
better and feel more motivated to contribute to the lesson. She adapts the
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 activities within the limitations of curricular decisions. For example, she adapts the pre-
listening discussion questions to students’ own background knowledge.
İrem exploits L1 in her classes in two ways. First, when students feel stuck
and frustrated and can not express themselves in English, she lets them speak Turkish.
Second, to explain the meaning of challenging words, she prefers to give the Turkish
equivalent of these words in order to save time. And lastly, in checking whether
learners have grasped what they have to do, she use L1, which is also suggested by
Harmer (1991).
The third research question is:
How does the teacher justify any inconsistencies between her stated beliefs
and personal theory of teaching listening and her teaching practices?
There is consistency between her beliefs and personal theory of teaching
listening and her practice in general, except for three issues: communicative approach,
note-taking, and listening-speaking connections.
Although the participant teacher believes that language can be learned by
using it, she states that it is not possible to give learners meaningful practice in
classroom settings in general since the learners are aware and believe that whatever
they do in classroom can not reflect real-life situations. For example, as İrem
mentions, when she asks the learners to order their meal in English in the classroom,
they react and question the authenticity and logic of ordering a meal in English in an
EFL environment. İrem can not put the communicative approach into practice for two
reasons. First, time constraints inhibit her since she can not find enough time to enable
the learners to become active participants and interact with each other in a
communicative way. Time devoted for listening activities inhibit this. This is
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because she has to do all the listening activities, which takes most of the time of the
lessons. Second, another problem related to the issue of communicative approach is
that although she tries to enable the learners to exchange their ideas about the pre- and
post-listening discussion points, the learners start talking in Turkish with each other
and also because of this, she feels she has to quit student-student interactions.
In terms of note-taking, although İrem believes that teaching learners note-
taking skills at this upper-intermediate does not contribute to their learning of
listening skills, she teaches these skills because it is a curricular requirement. While
doing note-taking activities, İrem does not provide learners with comprehension
questions in advance but gives them after learners finish listening to lecture type
extracts. She justifies this by saying that although the class is labeled as listening, she
has to teach note-taking skills and naturally comprehension questions should be given
after learners have listened to the extracts since they are not provided with
comprehension questions that cover content of extracts in real life.
İrem believes that speaking and listening should be taught in an integrated
way, as [and this is how] both of these skills [they are acquired] go together [in real
life]. Nonetheless, she can not put this belief into practice because of the obligation to
do all the listening activities, which take most of the time of the lesson. In addition,
since the topics of the units are culturally unfamiliar for İrem’s students, it is not easy
for her to enable them to feel comfortable to talk on the topics. This also lowers
learner involvement and inhibit opportunities to speak about the topics in detail.
Because of this, learners sometimes choose not to respond to the discussion questions
that İrem raises to try to enable them to speak.
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Discussion
The results showed similarity with Wood’s (1996) study because the participant
teacher’s interpretive processes and reflections revealed that her beliefs, assumptions,
and knowledge (BAK) are interwoven and her network of BAK underlay all of her
reflections and interpretations on the issues (e.g., curricular and pedagogical issues) and
her practices. That is to say, local factors reshape İrem’s BAK.
 She believes the classroom should be an environment that promotes participation
 and learning. She supports participation and learner autonomy by asking learners for
their ideas about the structure of the lesson. Since she believes the coursebook is
culturally distant and demotivating, she raises student comfort levels by asking them
questions related to their culture and interests. This not only motivates students’ to
participate, but also activates their background knowledge, giving them sight to
participate with. She uses the learners’ L1 in the same way, to promote participation
and help ensure learning.
Local factors also constrain her ability to act. She would like to use other
materials that she feels would be more appropriate, but the requirement to match other
teachers at the same course restricts her to adapting the coursebook that everyone
uses. Her students’ ability level does not match the book, making promoting
participation more difficult. In addition, many students do not see a purpose in
practicing note-taking because they will not need it in their future, and so do not want
to participate in class.
The results to the research questions mentioned above imply that both
pedagogical and curricular issues play important roles in shaping the participant
teacher’s pedagogical system. This also shows that in understanding and responding to
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particularities of local teaching contexts, considering teaching as a highly situated
activity (Johnson, 1999; Woods, 1996) and that teaching as being grounded in local
contexts is essential. One of the findings of the study is that as İrem engaged in the
process of reflective thought related to subject matter, learner understandings and
needs, the social context of teaching, and contextual constraints, she was able to
critically analyze her own values, goals, and the social and institutional context in
which teaching takes place.
İrem’s perspective on teaching listening shows similarity with what was
presented in literature, particularly from explicitly developed models (see Brown and
Yule, 1983; Dunkel, 1986; Richards, 1990; Rost, 1994;) of teaching listening. For
example, Richards (1990) claims that pre-listening activities are important to activate
learners’ general knowledge of the world, while Brown and Yule suggest that they can
also be used to promote linguistic readiness. İrem shares the same beliefs, which is
revealed in her practices as she spends quite a lot of time on pre-listening activities to
tap learners’ background knowledge and prepare them for the language they will hear.
Like Ur, İrem believes that shorter listening segments would better promote learning
with her students than the longer lectures that they are required to use. However, she
does try to make her use of the longer segments as realistic as possible, another strategy
advised by Ur.
İrem perceives that teaching listening is really difficult because of the many
variables in listening such as accent, stress, intonation, hesitation, and non-verbal
signals. Buck (2001), Rost (1994) and Ur (1984) also point out that the teaching and
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testing of listening skills tend to be more complicated and more time consuming than
the other skills.
İrem claims to be promoting that learners should be active participants in
language classes and particularly in listening classes since communication is
constructed with the effort of both the speaker and the listener. This reveals that she
believes in learner-centered approach and can be applied in class to a degree if the
circumstances are suitable enough such as having adequate time to integrate listening
and speaking skills without facing time limitations.
Limitations of the Study
The major limitations of this study can be stated as the problems that arose in
collecting data and the scope of the lessons observed. In terms of collecting data,
because of time constraints and the participant teacher’s heavy workload, it was not
possible to conduct the planned interviews (pre- and post-interviews) immediately
before (pre-interview) and after (post-interview) the observed lessons.
Because of not being able to conduct the post-interviews immediately after the
lessons, it was hard for the participant teacher to recall the lessons and to remember
the reasons for all the interactive decisions she made. Although interviews were
supported with classroom observations and video recordings of the lessons, not being
able to conduct the interviews immediately after the lessons might have inhibited the
quality and reliability of the data.
Even though the aim of the study was to investigate a teacher’s pedagogical
system on teaching listening, a note-taking skills class of one EFL teacher was being
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investigated because of curricular schedule. Fortunately, the research questions were
completely answered.
It was not possible to get clear cut answers to some of the questions directed to
the participant teacher about her views in teaching in general, and particularly in
teaching listening. For example, she was not able to respond to the question about her
values in language teaching in general in the pre-interview. Perhaps a different
interview schedule or technique might have had more success.
Observing just for four two-consecutive hours of teaching of the participant
teacher may not be adequate to investigate teacher pedagogical system. Owing to time
limitations, I was not able to observe the participant teacher for more than eight hours.
If I had the opportunity to observe her for about a full term, I might have collected
more detailed data, which might have enriched the categories in data analysis.
Another very important limitation of this study concerns the number of the
participants. Since the study investigated only one teacher’s pedagogical system on
teaching listening, the results can not be generalized.
The data in this study categorized and analyzed  only by the researcher
himself, which affects the reliability of the study. If another person had categorized
the data, this could have reduced the subjectivity and increased  the reliability of the
study.
Implications for Teacher Education
As the results of the study revealed that there are various factors affecting and
shaping teachers’ pedagogical systems, such as curricular and contextual issues,
teachers’ inner perspectives can be included in teacher training programs. These factors,
which were highlighted in the results section reflect actual teaching situations  and
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problems and it is clear that they differ from the ones presented in the literature. Because
teachers’ beliefs influence their thoughts and actual practices (Graves, 2000; Johnson,
1999), it is essential to enable them articulate their beliefs and reflect on those beliefs as a
part of teacher training programs. In this sense, the particular content and structure of any
teacher education should be decided locally (Johnson, 2002) in order to respond to
teachers’ actual teaching problems and needs. Nonetheless, Shulman (1987) emphasized
that teachers must have a grasp of “the structures of subject matter, the principles of
conceptual organization and principles of inquiry...” (p. 9). Snyder (forthcoming) also
underlines that teacher learners should know about knowledge of language and language
acquisition and “what they [teacher learners] are to reflect on and theorize about must be
derived from knowledge in these areas” (p. 1). Thus, both content knowledge and
pedagogical knowledge should be integrated in any teacher education program.
 In restructuring second/ foreign language teaching and teacher education,
there is a need to go beyond the limitations of the transmission model of teacher
education by constructing the particular content and structure of any teacher education
program according to the local particularities of any educational context (Johnson,
2002; Freeman and Johnson, 1998). Kumaravadivelu (2001) also underlines that
teaching is grounded in local contexts and teachers should build and implement their
own theories of teaching and learning in terms of the particularities of the educational
contexts in which they teach. In this sense, this study may be considered as a little
response to Johnson’s, Freeman and Johnson’s, and Kumaravadivelu’s call in
investigating İrem’s own perspective on teaching listening based on the local
circumstances that play a significant role in shaping her beliefs and practices.
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Implications for Further Research
The study can be replicated and would be more fruitful if one has more access and
time to devote to the study. One teacher’s personal pedagogical system may be explored
more in-depth if the study can be carried out through investigating their inner
perspectives and practices at teaching two different levels or classes. In order to broaden
the results of this study, further research can be carried out with a larger number of
teachers from different institutions. By expanding the number of participant practitioners,
the data can be analyzed both qualitatively and quantitatively.
When this kind of study is conducted longitudinally, the results may become
more reliable and valid, and also may lead to professional development in the
participant practitioners. In this way, whether teacher self-reflection over a long
period of time leads to improvement or not can also be investigated.
Conclusion
This study explored the relationship between personal and pedagogical system
and actual classroom practices of an experienced EFL teacher in teaching listening. The
results of the study revealed that curricular and pedagogical factors play  important roles
in shaping the pedagogical system of the participant teacher in teaching listening. The
results also showed that the participant teacher’s BAK is interwoven and her network of
BAK seemed to underlie all of her interpretations, thinking, understanding, and actions
of teaching, learning and learners.
Consequently, exploring teachers’ BAK from their own perspective can provide
insights into teaching for teacher education and teachers themselves. This may help
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future teachers to reflect on their own practices and in turn can provide opportunities for
their professional development.
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APPENDIX A
Initial Interview Questions
General background information
1. What does it mean to be a(n) [effective] second language teacher?
2. How do you think second languages are learned?
3. What do you see as the most important factors in learning a second language?
4. How do you think second languages should be taught?
5. What should be the role of the teacher?
6. What kinds of language learning experiences do you think a second language
teacher should provide?
7. How do you think that your beliefs about L2 learning come through your
classroom teaching?
8. Did your teacher education program affect how you teach? If so, how?
9. How do you deal with classroom problems?
10. What are some of the key experiences in your life (including encounters with
transmitted knowledge) that have influenced your current ideas about teaching and
yourself as a teacher?
11. What values underlie your approach to teaching?
12. What metaphor would you use to describe your own approach to teaching? For
example “climbing a mountain”. Can you think of specific examples of how your
teaching reflects this metaphor?
Listening Comprehension
1. What are your beliefs/ underlying principles about teaching listening?
2. What values underlie your approach to teaching listening?
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3. What is your understanding of listening comprehension in terms of learners?
4. What is the appropriate form of spoken language to teach?
5. How is it possible to give students any sort of meaningful practice in producing
spoken English?
6. In your opinion, what is the connection between speaking and listening (listening
ability to speaking ability and vise versa)?
7. What do you expect your learners to get from a listening passage?
8. What is there that is different about written language from spoken language?
9. How are materials for listening comprehension to be selected?
10. Do you [generally] provide learners with some remarks on the content of what
they are going to listen to and explain some of the ‘different’ vocabulary items
which will be encountered in the text?
11. Do you provide them with a written transcript of the tape?
12. Where do the questions you ask come from?
13. If you have the time, how would you do/ prepare listening differently?
14. Do you prepare questions yourself?
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APPENDIX B
Sample page of transcriptions
1 Alper : What does it mean for you to be a second language teacher-or to be
2 an effective second language teacher?
3 İrem : I think to be a second language teacher means to be a mother –
4   because we are teaching a new language like a mother does so
5 we have to be everything for students, so students have to feel
6 themselves  very comfortable in the classroom and to feel this we
7 have to be like  mother or friend indeed – that is all
8 ((pause))
9  Alper : How do you think that second languages are learned? This might
10 be related to the first one also.
11 İrem : Well, as I said students should feel themselves comfortable so if
12  they feel themselves  under depression it will be or it may be
13   difficult for  them to learn a  second language. And – may be
14   first can help who are learning second languages and –
15 Alper : Do you think that first language works – for example Turkish
16  English  – to what degree?
17 İrem : Well, sometimes it works but sometimes it harms – for example
18  if there are similarities between two languages it may be useful
19  to transfer but if there are differences it will be harmful for
20  students to learn the language. So, especially in the first stages it
21  may be better to use transfer techniques.
22 Alper : Because as we know students always complain about as it was.
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APPENDIX C
Sample page of fieldnotes
İrem asks her own questions in the warm-up instead of the ones in the
introduction of Unit 7.
She asks questions to whole class-not asking to individual students.
She repeats the answers that students give.
She does not use the pictures in the coursebook as a stimulus.
After warm-up, she immediately starts with vocabulary and key concepts.
Students start filling in the missing vocabulary while they listen the extract for the
first time.
Then, during listening to the extract for a second time, İrem stops the tape after
each statement.
İrem writes the missing vocabulary on board. She asks spelling of some of the
words.
She explains the meanings of some of the words both in English and then in
Turkish.
She writes English equivalent of some of the words on board.
She asks the students to prepare their own questions based on the discussion in
the warm-up section and the vocabulary and key concepts section.
İrem wanders around the class and helps learners prepare their own questions
that they might think could be answered in the main listening.
She gives five minutes to students to prepare the questions.
